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PREFACE 


one of the reasons many teachers have become attracted to 
the various concepts loosely represented by the mental-hy- 
giene viewpoint is that the mental hygienist is one who, for 
the most part, “keeps his eye on the ball,” figuratively speak- 
ing. He is likely to be a person who remembers that the cen- 
tral purpose of education is that of all child-welfare services 
—helping children to grow up to be adequate, effective, 
healthy, and happy adults. Beyond that he recognizes that 
` each of the agencies and institutions responsible for some 
part of the child’s development (this includes the family, the 
school, the church, youth group activities) have specialized 
contributions to make and roles to play, contributions and 
roles that change with the maturing needs of the child. 
Therefore, although the school is specifically charged with 
promoting the intellectual growth of the child, it has a basic 
responsibility to promote his social, emotional, moral, and 
physical growth as well. This is a responsibility it shares with 
the other agencies of the community and society. Even if 
the schools wanted to ignore and to abdicate its other respon- 
sibilities and to concentrate on the intellectual aspects of 
learning it could not do so successfully because the child’s 
intellectual adequacy is closely related to his adequacy in 
other areas of life. Furthermore, even the school that tries 
to avoid the area of, say, the emotions, teaches children 
something about emotions. Perhaps it teaches that emotions 
are not a legitimate part of life, that they are bad, something 
to be ashamed of. 
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It seems then that one of the functions of the mental- 
health worker is to remind us of our responsibilities to the 
whole child, to the development of his whole personality. 
If we can listen to him and learn from him, we should be able 
to see our work in better perspective. Not only will his be- 
havior and the whole educational scheme make better sense 
to us, but also we should be able to see how and where we 
can distribute our energies to best advantage in the day-by- 
day task of helping children to learn. 

The chief concern in this book is with the normal child, 
the normal child who has a few problems (and who has 
not? ), but particularly the normal child who has a healthy 
need to progress and to develop in ways that are socially and 
emotionally mature. The behavior of the vast majority of 
children in our classrooms is within normal limits; if we can 
do a good job of understanding the emotional needs basic 
to this behavior, we shall have made much progress toward 
being ready to give students the help they need in coping 
with their problems of learning. 

Many of the concepts and techniques discussed in this 
book may be new to readers. Some of them have been a part 
of professional lore in education for only the last decade or 
two. If the desirability of using new methodology seems 
questionable, let it be suggested that we would do well to 
look at the other sciences and professions that are far more 
receptive to newer methods than is education. Medicine is 
an example. Eighty percent of the drugs prescribed today 
did not exist fifteen years ago. However, the number of in- 
novations to which teachers are asked to accord their tenta- 
tive acceptance is quite small. The rate of invention proceeds 
slowly in education, and the rate of acceptance of new tech- 
niques and concepts lags far behind even this slow progress. 
There are many reasons for this, of course, not the least of 


which is the need to adjust educational philosophies of mil- 


lions of teachers and laymen to the desirability of using 
newer methods. An educ 


ational technique can receive a fair 
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trial of its effectiveness only if it is used in a favorable emo- 
tional climate. It takes time to develop favorable climates. 
Then, too, educators generally have been slow to develop 
newer and more effective methods of teaching. In general, 
those schools that are doing the best jobs of educating stu- 
dents are those that-are most sympathetic to the develop- 
ment and trial of experimental techniques and curricula. 
And, as the reader will discover, students from such school 
systems are, if anything, better prepared for further educa- 
tion and for life than are graduates of traditional schools. 

The introductory chapter in this textbook is concerned 
with the development of what might be termed a mental- 
health point of view in education. The nature of this view- 
point is explored and questions are raised regarding the dif- 
ferences in attitudes between mental-hygiene workers and 
schoolteachers. 

The next few chapters are concerned with providing a 
background for understanding why children (and adults) 
behave as they do. Chapter 2 is concerned with how a child 
develops concepts and ideas regarding himself and the peo- 
ple around him. It is also concerned with the social forces 
that help to direct and shape the formation of these concepts. 
A portion of this chapter has been paraphrased from the 
author’s article “The Problem of the Adolescent; Its Roots 
and Origins” (The Clearing House, 27:195-202;1952). 

Chapter 3 is concerned with motivation—what lies behind 
actions, attitudes, thoughts, and beliefs. Behavior is consid- 
ered here as something that is done to satisfy the normal or 
basic needs of the individual, or as something that the in- 
dividual does to protect himself from the pain and tension 
of anxiety. In effect, Chapter 2 tries to explain children’s 
behavior in terms of perception—in terms of the way chil- 
dren see themselves and the world in which they live, 
whereas Chapter 8 attempts to explain why children develop 
these perceptions. 

The subject of Chapter 4 is the problem of growing up, 
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becoming emotionally more mature. Special attention is paid 
to the role of the school in helping children to mature, as 
well as to the contribution that the child’s growing emotional 
maturity makes to his desire to learn. Emotion also enters 
into the discussion presented in Chapter 5, which deals with 
problem behavior, some of its commen patterns, and some 
of its causes. Problems that result when children encounter 
difficulties that temporarily or chronically impede their nor- 
mal growth toward emotional maturity are discussed in 
Chapter 5, together with some kinds of behavior which pre- 
sent problems but which represent the influence of cultural 
patterns which differ from those of the school. Ch 
explores these divergent cultural patterns even furth 
particular emphasis on socioeconomic factors. 

Chapters 2 through 5 are concerned principally with the 
individual, how he develops, and how he behaves. The next 
group of chapters, 7 through 10, are concerned more with 
the relationship between the individual and the group and 
relationships within the group itself. Chapter 7 discusses 
communication—that process or function that makes the ex- 
istence of groups possible. Chapter 8 deals with the develop- 
ment of relations between the child and the groups with 
which he comes in contact, as well as with the problems that 
develop as a result of this contact, Chapters 9 and 10 are 
concerned with the dynamics and interrelations 
groups. 

With Chapter 11 
school in helpin 
emotionally, and intellectual] 


apter 6 
er, with 


hips within 


groups, and as a person of power 
and authority, Chapter 14 investi 


ships between the parent and tl 


he school that have an im- 
portant bearing on the mental health of children. 
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The next three chapters, 15 through 17, are devoted to 
some of the ways that the school influences children, recog- 
nizing that education, as it exists today, will at times have 
a disintegrative effect on mental health and at other times 
a constructive or integrative effect. Chapter 17 is concerned 
with the ways in which school personnel can work individ- 
ually and together to provide a more therapeutic and bene- 
ficial environment for children. 

Chapter 18 deals with problems of evaluation and diag- 
nosis—how tests, measurements, and other evaluative de- 
vices are used to improve or deter the development of mental 
health in the school. 

Chapter 19, the final chapter, is devoted to the teacher 
and his problems of adjustment, in consideration of the fact 
that the more problems of adjustment he has, the more dif- 
ficulties he will encounter in helping children learn. This 
chapter also discusses some of the ways that teachers can 
maintain and develop their own emotional health. 

A word about the case material that appears at various 
points in this textbook is in order. This material is drawn 
from many sources, largely from my own experience or from 
experiences of colleagues, students, and counselees. I have 
deliberately reworked and fictionalized the characters and 
incidents in each case so that they cannot be identified by 
the participants. Although any resemblance to real persons 
and events is coincidental, I have tried to give these anec- 
dotes a sense of realism so that they might be illustrative of 
problems actually faced by teachers. I have been particularly 
concerned about describing the feelings and emotions of the 
fictional participants because I have wanted to show how 
feelings arise and interact in the interpersonal relations of 
children, teachers, administrators, and parents. 

It is obviously impossible for me to mention by name the 
many persons whose ideas and concepts I have borrowed 
and reworked preliminary to weaving them into the fabric 
of this book. However, I should like to note my debt to 
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R. Freeman Butts, who has been kind enough to examine 
the manuscript critically and to such leaders in the field of 
mental health as Harry Stack Sullivan, Erich Fromm, Karen 
Horney, Talcott Parsons, Kurt Lewin, Carl R. Rogers, A. H. 
Maslow, Theodore S. Newcomb, and Fritz Redl. I would 
especially like to express my appreciation to Miss Jo Josey 
of Kingsburg High School, Kingsburg, California, for her 
help in reading and commenting on portions of the manu- 
script; to members of my family-life-education seminar who 
also read chapters of the book; and finally, to my wife, Fredi, 
who not only prepared the manuscript for the publishers, 
but who made many suggestions that helped to improve 
the quality and sense of the text. 


H.—C.—L. 
San Francisco State College 


November 15, 1953 
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INTRODUCTION 


OUR CHANGING ATTITUDES TOWARD CHILDREN 


THE last three decades or so have witnessed a minor revolu- 
tion in what might be called “the official attitude” of the 
American public toward children. Books and articles written 
for parents have changed from being concerned with the 
physical condition of children, or with techniques for direc- 
tion and control, to concern for their emotional health. It 
would be difficult at the present moment to determine 
whether this change in attitude on the part of the “experts” 
is reflected in any real changes in the behavior of the Ameri- 
can parent. If any marked changes have occurred, they may 
be limited to that minority of parents who read such articles 
and books. Although it is difficult to say at this time whether 
or not parental behavior has changed to any great extent, it 
is quite likely that the general tone of these articles points to 
the beginning of a broad and pervasive change in the atti- 
tudes toward children on the part of everyone—parents and 
teachers, as well as the general public. It may be many dec- 
ades before this change has run its course, but the growing 
number of the child psychologists, psychologically oriented 
Pediatricians, and other mental-hygiene workers, as well as 
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their increasing agreement regarding the problems of child- 
hood, is convincing evidence that the revolution may already 
be upon us. ; 
One of the characteristics of our newer attitude toward 
children is an awareness of the part played by feelings and 
emotions in growth and development, including learning. 
Inasmuch as education is concerned largely with learning, 
one might think that educators would be quick to accept this 
newer approach to the problems of learning. But, taken as a 
group, educators are basically conservative, and they were 
at first slow to employ these more dynamic concepts of learn- 
ing. Since the end of the 1930s, however, there has been an 
increasing number of textbooks in education concerned with 
this approach. Daniel A. Prescott and his group produced 
Emotions and the Educative Process in 1938 [1], the same 
year that saw W. Carson Ryan’s Mental Health through 
Education [2]. Recent years have seen the appearance of 
such texts as Helping Teachers Understand Children, pub- 
lished by the American Council on Education [3], as well as 
Fostering Mental Health in Our Schools and Growing up in 
an Anxious Age, both published by the Association for Su- 
pervision and Curriculum Development of the National Edu- 
cation Association [4, 5]. Also worthy of mention are Nor- 
man Fenton [6], Fritz Redl and William W. Wattenberg [7], 
Charlotte Buhler, Faith Smitter, and Sybil Richardson [8], 
and Hilda Taba [ọ, 10, 11] who, among many others, en- 
deavor to incorporate “a mental hygiene viewpoint” into the 
textbooks they have written for teacher education, 


MENTAL HYGIENE AND CLASSROOM PRACTICE 


Some of the current readiness 
teachings of the newer viewpoint 
disappointments teachers have ha 
anistic and more intellectualized 
nents of earlier theories someho 


of education to accept the 
springs from some of the 
d with earlier, more mech- 
theories of learning, Propo- 
w encouraged the belief that 
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teaching was primarily a sequence of techniques—that is, if 
the teacher did certain things in the classroom, certain learn- 
ings would be bound to occur. Unfortunately, the desired 
outcomes often did not materialize. The educational psy- 
chologist had an explanation for this: The child was not psy- 
chologically “ready” for the learning. But he was not of much 
help in telling the teacher how to bring children to the de- 
sired point of readiness. The difficulty was, of course, that 
most of the psychological experiments with learning were 
concerned with the process of learning rather than with the 
events that preceded it. Children came to the classroom situ- 
ation from such a variety of backgrounds; in each case the 
sequence of prior events was quite different. Therefore, the 
problem of readiness seemed baffling and elusive. What was 
needed, therefore, was an approach that would help teachers 
understand some of the forces which influenced the behavior 
of children, that would explain some of the unexpected and 
sometimes illogical occurrences of the classroom. 

The answers to these problems could not come from the 
laboratory; workers there were primarily occupied with ex- 
ploring and testing the laws of learning. The answers could 
and did come instead from the psychological clinic, from 
work with seriously disturbed adults and children. At first 
blush, this appears to be somewhat illogical—how can our 
knowledge of abnormal psychology help us with the prob- 
lems of normal childhood? The answer to this question lies 
in the fact that the symptoms displayed by persons suffering 
from severe emotional maladjustments are but exaggerations 
of the problems experienced by people in the normal range 
of behavior. Hence, by studying the causes and the treatment 
of symptoms in the clinic, we have been able to develop data, 
theories, and concepts that are proving most useful in under- 
standing the behavior of persons in the normal range. It is 
this material that provides the basis for most of our under- 
standing of mental health today. It should be noted that in 
recent years this knowledge has been further supplemented 


INTRODUCTION 
4 


i i i i ith grou 
the findings of social psychologists working with group 
Ese The great bulk of the material used in this text- 
book has been drawn from these two sources. 


STUDYING CHILDREN’S BEHAVIOR IN TERMS OF 
ITS CAUSES 


OnE of the problems in helping teachers to use mental 
hygiene concepts in their dealings with children has been 
that of getting them to think of behavior in terms of causes 
rather than in a symptomatic fashion. It is understandable 
that teachers would tend to use the latter approach, inas- 
much as it is the more obvious one—the one we have always 
used, It is much simpler, and momentaril: 


y more satisfying 
emotionally, to deal directly with behavior instead of stop- 


ping to pry beneath the surface into its causes. However, as 
Ralph H. Ojemann notes, this “surface” approach to behav- 
ior produces and aggravates emotional 


in both adult and child. 


For example, if a child attem 
inadequacy by wanting to be 
with class activity, the teacher 
as a surface phenomenon woul 
as reprimanding the child, m 
line, or sending him out of th 


conflicts and strains 


pted to overcome a feeling of 
first so often that it interfered 
who approached this behavior 
d try to stop it by such methods 
aking him go to the end of the 


e room. She may do this without 
thinking about or inquiring as to the causes of the behavior, 


Since the feeling of inadequacy remained in Spite of the scold- 
ing, going to the end of the line, or leaving the room, the child 
would still be under a strain and would attempt more vigor- 
ous action or a different approach. The teacher would soon 
observe that her attempts to stop the behavior were not suc- 
cessful. She would then intensify her attempts to stop the 
pupil's interfering behavior and the whole round of strains 
would rise to a new level [12]. 


Ojemann noted that teachers were not 


proach to problems. Parents, too, tended 
approach.” 


alone in this ap- 
to use a “surface 
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When the child was very young, the parent would try to 
control the child by telling him or commanding him what to 
do, punishing him, coaxing him, and so on. When this failed 
after years of trial, some parents would give up. This left chil- 
dren to their own devices for meeting their problems and they 
often failed in finding satisfying and cooperative solutions. . . . 
[Other parents] would doggedly persist only to meet with in- 
creasing resistance and conflict [12]. 


It would therefore seem that if adults attained a better un- 
derstanding of the background, attitudes, feelings, worries, 
and concerns of the children they supervise, they would be 
able to work more effectively with them.’ A study by Wilkin- 
son and Ojemann provides evidence that supports this hy- 
pothesis. When teachers came to understand the emotional 
basis of their pupils’ behavior better, the children’s attitude 
toward the school became more favorable, and they made 
better progress in their school work [14]. Thus it would ap- 
pear that if teachers develop a good grasp of the fundamen- 
tals of mental hygiene, they are able to teach more effec- 
tively, 


THE IMPORTANCE OF THE PERSONAL AND 
HUMAN FACTORS IN EDUCATION 


Tue older and more traditional approaches to education 
tend to “depersonalize” the classroom situation as well as to 
deny the importance of emotions and feelings. Such an ap- 
proach ignores the importance of the interpersonal relations 
that are such an important part of what goes on in the class- 
room. It is perhaps not an extreme statement to say that 
there are some persons, both educators and laymen alike, who 
appear to look upon the children in the class as a sort of cap- 
tive audience and the school as merely the building that en- 


1A comparison of the ways in which teachers use the “surface approach” 
and the “causal approach” may be found in Table 1-1. 
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TABLE l-l. THE “SURFACE APPROACH” TO CHILDREN’S 
BEHAVIOR CONTRASTED WITH OJEMANN’S “CAUSAL AP- 
PROACH” AND VIEWED IN TERMS OF CLASSROOM BE- 
HAVIOR OF THE TEACHERS [13]. 


SURFACE 


1. The teacher responds to the 
what of the situation in an emo- 
tional way. 


2. The teacher does not appear 
to think of the causes of be- 
havior when he 
a) responds to the action 
rather than to the reason for 
the action, 
b) labels behavior as “good,” 
“bad,” etc. 


c) makes generalizations to 
apply to every situation, e.g., 
“all boys are like that.” 

d) responds with a stock so- 
lution or rule of thumb pro- 
cedure, i.e., lateness is pun- 
ished by staying in after 
school. 


8. The teacher does not take 
account of the multiplicity and 
complexity of causes. 


CAUSAL 


1. The teacher responds to the 
why of the situation objectively. 


2. The teacher appears to be 
thinking of the causes of behav- 
ior when he 
a) runs over possible reasons 
in his mind for the action, 


b) seeks the meaning of the 
behavior and avoids snap 
judgments or hasty interpre- 
tations. 

c) searches for specific and 
concrete clues derived from 
details of the behavior. 

d) varies the method; uses 
a tentative testing or trying- 
out approach, e.g., will try 
other ways of dealing with a 
situation if one does not work. 
In seeking for a solution, takes 
into account motivating forces 
and particular method used. 


8. The teacher thinks of alterna- 
tive explanations for the behav- 
10r. 
a) The proposition that be- 
havior has many causes may 
be elaborated as follows: 

(1) The same cause may 
result in a variety of behav- 
iors. 

(2) A variety of causes 


may result in similar behav- 
ior. 


ee, 
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[vaste 1-1—(cont.)] 


SURFACE 


4. The teacher fails to take into 
account the later effects of the 
technique employed, but as- 
sumes the effects. 


5. The “surface” approach is 
characterized by a rigidity of 
techniques—essentially static. 


CASUAL 


4. The teacher checks for the 
effects of the method he em- 
ploys, and considers its effects 
before using it. 

5. The “causal” approach is 
characterized by a flexibility, a 
tentativeness, a trying-out tech- 


nique, which accommodates new 

information as it is accumulated 

—essentially dynamic. 
Es, 


closes it [15]. The fact is, of course, that classes do not be- 
have like captive audiences are supposed to behave. They 
are far more than collections of unrelated individuals; they 
have an organic life of their own, above and beyond the lives 
of the individuals who compose them. Schools, too, are com- 
posed of networks of interpersonal relations which help give 
them character and meaning for the individuals who are a 
part of them. The mental-hygiene worker who strives to un- 
derstand and explain human behavior knows that he must 
have a grasp of these matters, and that he must also be 
aware of the psychological stresses and strains, the hidden 
symbolic meanings, the mutual expectancies, that are so 
much a part of the daily classroom drama. Did Miss Kinney 
make an extra heavy assignment in geography because the 
class elected the class clown as president instead of the girl 
she suggested? Why does Jimmy Horton work hard at his 
reading when Mrs. Herman is at the other end of the room, 
but always plays when she comes close by? Why does Sylvia 
always try to answer the questions the teacher asks, even 
though she seldom knows the answer, while Gregory, who 
always knows the answer, never volunteers? 

These are the types of questions which have been pla- 
Suing teachers. They are also the kinds of questions that 
mental-hygiene workers try to answer. The answers they 
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give do not always work, and sometimes they seem illogical; 
yet, there is enough in what mental-hygiene workers suggest 
either to provide teachers with the answer to their problems 
or, better still, to get teachers to work on their problems from 
a different approach than they have used before. As Jules 
Eisenbud says, 


Mental hygiene is not a set of abstract notions, nor is it a 
set of principles or vague generalizations to be taken out of 
the ether of platonic ideas and applied on request to a given 
person or situation in order to produce an expected result. Es- 
sentially, it is a frame of mind, a point of view influencing the 
thinking of an increasing number of people of differing pur- 
suits and professions who h 
of promoting the conditio 
life [16]. 


ave at least the one common goal 
ns for a more satisfying human 


If we can accept this description of mental hygiene, we 
can see that mental hygiene is not of itself going to solve any 


of our problems for us. Its chief contribution is that of giving 
of human relations, an 


us a different approach to problems 
approach that will serve as a starting point for the learning 
of more effective methods of education. If we are able to ac- 
cept the implications of the newer viewpoint—for example, 
the idea that emotions or feelings are basic to all kinds of hu- 
man behavior—we then are in a position to use some of the 


concepts and ideas that have been evolved by other workers 
in the field of mental hygiene. 


THE INTELLECTUAL VERSUS THE 
EMOTIONAL APPROACH 


One of the chief differences 
proach to education and the ne 
proach lies in the stress placed 
and emotion. The traditional ap 
(and adults) always know wh: 
can control their behavior if th 
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belief, the child who misbehaves can control or inhibit his 
misbehavior by exercising will power, or the child who is not 
popular with other students can become popular by acting 
in a friendly manner toward others. There is, of course, some 
truth in these ideas—they seem to work, sometimes. But 
more often they do not. 

On the other hand, the mental-hygiene approach assumes 
that behavior is complex and that its causes lie deep within 
the emotions of the person concerned. The plain fact of the 
matter is that children usually do not know why they behave 
as they do. Actually, adults are not much better at explain- 
ing the real causes of their behavior. We appear to be better 
explainers than children because we are more proficient in 
language, more experienced at giving excuses, and more 
aware of what kinds of explanations are commonly believed 
and accepted. But in terms of knowing why we actually be- 
have as we do, we are not much better off than children. The 
reason for this is that our real motives are either hidden from 
us or operate beyond the limits of our awareness. Our every- 
day logic cannot adequately explain why we remember some 
things and forget others, or why we feel uncomfortable 
when we talk to policemen, or why we feel pleasant some 
days and irritable on others. In order to understand these 
things, we have to probe beyond the surface of our everyday 
lives and look for causes that are emotional rather than in- 


tellectual or “logical.” 


Mrs. Stark, elementary supervisor, lingered a moment when 
Miss Travers’ fourth grade was dismissed for the noon recess. 
Miss Travers’ handling of the class during her half-hour visit 
had been adequate—though certainly not inspired. Of course, 
that could be due to having a supervisor in the room. 
There was nothing unusual about that—many teachers tense 
up when a supervisor walks in. But there was something about 
Miss Travers’ manner that indicated to Mrs. Stark’s experienced 
eye that she wanted to talk about a problem. 

Hence she was not surprised when, in reply to her casual 
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question as to whether there was anything that needed dis- 
cussing, a worried frown passed over Miss Travers’ face and 
=, a boy—Bruno Richter—that really has me stumped. 
He just can’t get anywhere in arithmetic. I’ve gone over his 
arithmetic tests and I can’t find any sense or pattern to it. He 
does well on some difficult problems, but he gets really weird 
answers on some easy ones. He is pretty good at figuring out 
‘thought’ problems, but falls down on computation. His IQ is 
112, so it can’t be intelligence. Besides he does satisfactory 
work in other subjects.” 

Mrs. Stark picked up her purse and suggested: “ 
can talk about him while we have lunch.” 

As they sat down in a corner of the cafeteria, Mrs. Stark 
said: “Tell me more about Bruno Richter.” 

Miss Travers replied: “I’ve gone into his background but 
there aren’t any clues that I can see, Bruno’s father came over 


tle grocery store. 
me to PTA once. 


Maybe we 


was, I went over 


y shy and I wasn’t able to get 
much out of her,” 


Mrs. Stark was thoughtful. “Well,” she said, “perhaps I can 
talk to Bruno for a little while after school. Pm not at all sure, 
from what you say, that I can help him but I would like to 
see how he goes about working a problem. Could you have a 


couple of problems picked out that he has had difficulty 
doing?” 


problems ready and 
bout his difficulty in arith- 
Oesn’t understand the prob- 


attention.” 
Mrs. Stark was back in Miss Ty: 


i avers’ room 
Bruno, while Miss Travers we 


nt to talk to 
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the librarian about a list of supplementary materials. She 
wanted very much to listen in on their conversation, but she 
knew that her presence would make it harder for Bruno to 
talk. 

After Mrs. Stark had asked Bruno a few questions about the 
things he liked to do, she came to the point of their interview. 

‘Td like to see you do a few problems in multiplication, 
Bruno,” she said. “Will it bother you if I watch? Don’t worry 
too much about mistakes—just go ahead and do your best.” 

She handed him an arithmetic book and indicated a prob- 
lem. Bruno copied the problem down on his paper and then 
Started to multiply. Mrs. Stark stopped him. 

“Isn’t there something you've forgotten?” she asked. 

Bruno trembled violently. “What do you mean, I forgot 
something?” 

Mrs. Stark pointed to the problem in the book. “You left out 
the ‘7’ when you copied the first number.” : 

Bruno seemed greatly upset. “I didn’t see it; I didn’t see it,’ 
he mumbled. 

He very carefully erased the numbers he had written down 
and began to copy the problem over again. When he came to 
the “7,” he hesitated, then made a “7” with a crossbar, Conti- 
nental style. He quickly erased it and made another, this time 
without the crossbar. In working the three problems Mrs. Stark 
asked him to do, he omitted almost every “7.” When Mrs. Stark 
reminded him of his omissions, he became upset and said that 
he had not seen them. In copying problems over again he 


em 


twice tried to make Continental “?’s. 

In talking to Bruno after he had done the problems, Mrs. 
Stark discovered that his father insisted on his making Conti- 
nental “7s” whenever he helped him in the grocery store, and, 
although Bruno praised his father and was very critical of 
himself, Mrs. Stark got the impression of a father who was de- 
manding and overcritical, who was never satisfied with his 
son’s performance. 

After Bruno left and Miss Travers returned, Mrs. Stark told 
her that she had a hunch that the boy’s arithmetic problem was 
related to his father’s attitude toward him and was focused on 
the confusion between the American “7” and the Continental 
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“7” Miss Travers received this information rather skeptically. 

“After all,” she commented, “being able to do arithmetic is 
strictly a matter of learning a skill, and I can’t see how Bruno’s 
father has anything to do with it, unless he is trying to teach 
the boy to do arithmetic in a way that is different from our 
methods. Parents do that some times, you know.” 

Mrs. Stark was dubious. “Well, you may be right. But I 
think this hunch of mine is worth a try. Why don’t you talk to 
Mr. Richter and explain ‘7’s’ to him?” 

And so a note was sent home by Bruno, and the next after- 
noon Mr. Richter appeared in Miss Travers’ classroom, ac- 
companied by his son. They talked about “7’s” and the prob- 
lems of adjusting. to American ways. Mr. Richter was very 
respectful, very polite, and seemed willing to cooperate. Miss 
Travers told herself that Mrs. Stark’s hunch was surely wrong. 
But as she watched Bruno and his father leave the school 
building and go down the walk, she realized that Bruno was 
getting a severe scolding, probably for having disgraced the 
family with a teacher. Even from a distance Miss Travers 
could sense the scorn and sarcasm that Mr. Richter was heap- 
ing on Bruno’s defenseless head. It rather frightened her, She 
hoped that she had done the right thing. She wondered 
whether Bruno’s work would get worse. 

But it didn’t get worse. It got better. And by the end of the 
term, Bruno had caught up with the class. Miss Travers still 
wasn’t sure how it had come about, but th 


ere was no denying 
that improvement had taken place. 


We have told this story in order to contrast an intellectual 
approach to a learning problem with an approach th 
only takes account of emotional factors, but also assumes 
that there are likely to be emotional factors in the back- 
ground. Miss Travers was stumped because she was looking 
for a “logical” explanation to Bruno’s difficulty. Because 
Mrs. Stark was sensitive in dealing with learning problems 
that were really emotional problems, she was able to see 
how a confusion between Americ 


‘an and Continental meth- 
ods of writing “7’s” might be related to Bruno’s inability to 


at not 
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do arithmetic. Such a relationship does not, on the face of it, 
seem “logical”—in a way it is an insult to our common sense. 
But Mrs. Stark knew that the “logic of the emotions” fre- 
quently seems nonsensical by the standards of everyday 
common sense. Furthermore, she knew that emotional prob- 
lems and roadblocks to learning commonly go hand in hand. 
If she had insisted on using an “intellectualized” approach 
and had denied the importance of emotional factors, it is 
unlikely that she would have been of much help to Bruno. 
True, Bruno might eventually have been able to grow out 
of his “unreasonable” fear, but only at the expense of much 
anxiety and the loss of valuable classroom time—not to men- 
tion the continued frustration and annoyance of his teacher, 
who would be more than human if she did not take Bruno’s 
inability to do simple arithmetic rather personally. Teachers 
are inclined to do this, in spite of their best intentions, when 
students repeatedly fail to learn for no discernible reason. 

It is not easy for teachers to recognize and to accept the 
idea that the crucial factors in learning and classroom be- 
havior are emotional. This goes against much of what we call 
common sense, or what might be better called “the folklore 
of everyday life.” Yet, as we shall point out again and again 
in the pages of this textbook, the deepest and most power- 
ful currents of human motivation are emotional, and it is on 
his ability to read the emotions of children correctly that the 
teacher must base his understanding of the behavior of chil- 
dren and the events of the teaching day. 


DIFFERENCES IN ATTITUDES BETWEEN MENTAL 
HYGIENISTS AND TEACHERS 


Ir May be well, at this point, to review some of the view- 
Points maintained by mental hygiene workers and to com- 
Pare and contrast them with viewpoints held by teachers. 

One of the best-known attempts to approach this problem 
Systematically is the study conducted by E. W. Wickman in 
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1928. Wickman asked a group of 511 elementary school 
teachers to rank a list of 50 school behavior problems in or- 
der of their degree of seriousness. He then submitted the 
same list of problems to 30 clinical psychologists and asked 
them to rank them from the standpoint of mental hygiene. 
The ten symptoms believed most serious and the ten believed 
least serious by these two groups are presented in the first 
two columns of Table 1-2. A comparison of these two lists 
reveals that teachers tended to classify sex problems and ag- 


TABLE l-2. THE SERIOUSNESS OF CHILDREN’S BEHAVIOR 
PROBLEMS, AS RATED BY 511 TEACHERS AND BY 30 
CLINICAL PSYCHOLOGISTS IN 1928 ( WICKMAN’S STUDY) 
AND BY 481 TEACHERS AND 70 WORKERS IN CHILD GUID- 
ANCE CLINICS IN 1952 (sTourFER’s srupy). 


Teachers Clinicians Teachers Clinicians 
(1928) (1928) (1952) (1952) 
UPPER TEN UPPER TEN UPPER TEN UPPER TEN 
1. Heterosex- 1. Unsocial, E Stealing 1. Unsocial, 
ual activity withdraw- withdraw- 

ing in; 
2. Stealing 2. Suspicious- 2. Cruelty, bul- 2, Unhappy, 
ness lying depressed 
3. Masturba- 3. Unhappy, 3. Heterosex- 3. Fearfulness 
tion depressed ual activity 
4. Obscene 4. Resentful- 4. Truancy 4. Suspicious- 
notes, talk ness ness 
5. Untruthful- 5. Fearfulness 5. Unhappy, 5. Cruelty, bul- 
ness depressed lying > 
6. Truancy 6. Cruelty, bul- 6. Imperti- 6. Shyness 
lying nence, defi- 
ance 
7. Imperti- 7. Easily dis- 7. Destroying 7. Enuresis 
nence, defi- couraged school ma- 
ance terials 
8. Cruelty, bul- 8. Suggestible 8. Unreliable- 8. Resentful- 
lying ness ness 
9. Cheating 9. Overcritical 9. Untruthful- 9. Stealing 
of others ness 
10. Destroying 10. Sensitive- 10. Disobedi- 10. Sensitive- 
school ma- ness ence ness 
terials 


— l l 
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[vaBLE 1-2—(conrt.)] 


Teachers Clinicians Teachers Clinicians 
(1928) (1928) (1952) (1952) 
LOWER TEN LOWER TEN LOWER TEN LOWER TEN 

41. Dreaminess 41. Masturba- 41. Attracting 41. Careless- 
tion attention ness 
42. Imaginative 42. Disobedi- 42. Slovenly ap- 42. Masturba- 
lying ence pearance tion 
43. Interrupt- 43. Tardiness 43. Restlessness 43. Impudence, 
ing rudeness 
44, Inquisitive- 44. Inquisitive- 44. Tardiness 44. Inquisitive- 
ness ness ness 
45. Overcritical 45, Destroying 45. Thought- 45. Disorderli- 
of others school ma- lessness ness in class 
terials 
46, Tattling 46. Disorderli- 46. Tattling 46. Tardiness 
ness in class 
47. Whispering 47. Profanity 47. Inquisitive- 47. Interrupt- 
ness ing 
48. Sensitive- 48. Interrupt- 48. Interrupt- 48. Profanity 
ness ing ing 
49. Restlessness 49. Smoking 49. Imaginative 49. Smoking 
lying 
50. Shyness 50. Whispering 50. Whispering 50. Whispering 
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gressive acts of various sorts as most serious and to look upon 
behavior that might be classified generally under “with- 
drawal from others” as least serious. Psychologists, on the 
other hand, felt that “withdrawal behavior” presented far 
More of a threat to mental health than did the more aggres- 
Sive forms of behavior [17]. 

Wickman’s study has often been cited by psychologists to 
show that teachers are not aware of the mental-hygiene im- 
plications of classroom behavior, or, at least, that they were 
not aware of them twenty-five years ago. However, this study 
has been criticized by Goodwin Watson [18], L. Peck [19], 
and D. B. Klein [20]. Chief among these criticisms has been 
that the instructions Wickman gave to the teachers were 
different from those he gave to mental hygienists. He asked 
the teachers to rate the behavior according to the degree to 
which it presented problems in classroom management, 
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whereas the clinical psychologists were asked to rate the be- 
havior on the basis of how serious the problems were for the 
future of the child in question. Nevertheless, a number of 
later studies do confirm the general character of his findings 
—that is, that teachers and mental-hygiene workers vary 
widely in their appraisal of classroom behavior [21, 22, 23]. 

A recent attempt to ascertain whether teachers have made 
any progress in their understanding of mental hygiene in the 
last twenty-five years is a study made by George A. W. Stouf- 
fer, Jr. Stouffer duplicated Wickman’s study by administer- 
ing the questionnaires to 481 elementary school teachers, 
“chosen as a representative sample of teachers from all parts 
of the country, teaching pupils of various racial extractions 
and socio-economic status, in rural and urban schools, with 
a variety of educational philosophies,” as well as to 70 men- 
tal hygienists. The latter consisted of psychologists, psychia- 
trists, and psychiatric social workers on the staffs of 13 child- 
guidance clinics throughout the country [24]. The ten prob- 
lems considered most serious and least serious by each group 
are presented in the last two columns of Table 1-2. Again, 
the results appear to confirm Wickman’s findings because 
the ten most serious symptoms listed by each group con- 
tain only two problems in common—“cruelty, bullying” and 
“unhappy, depressed.” 

When Stouffer analyzed the results further, he found that 
the most marked differences between teachers 
hygienists were in ratings of the following probl 

Disobedience 
Impudence, rudeness 
Impertinence, defiance 
Disorderliness in class 


Profanity 


and mental 
ems: 
Smoking 

Masturbation 


Heterosexual activity 
Obscene notes, talk 


Unsocial, withdrawing 


Stouffer comments as follows on these items: 


It would appear that these problems, all of which seem to 
represent an objective form of behavior, might be thought of 
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as problems that outrage the teacher's moral sensitivities and 
authority, or that frustrate their immediate teaching purposes. 
According to the rating by the mental hygienists, however, 
only the “unsocial, withdrawing” behavior could, with rea- 
sonable certainty, be considered as representing a serious fu- 
ture to the school child’s stability [25]. 


At this point, Stouffer undertook a different approach to 
the analysis of his data. By checking teachers’ ratings against 
mental hygienists’ ratings according to a statistical formula, 
he found that both teachers and mental hygienists were es- 
sentially in agreement in their ratings of eleven problems: 


Resentfulness Physical coward 
Nervousness Restlessness 
Domineering Imaginative lying 
Easily discouraged Thoughtlessness 
Suggestible Lying 

Sullenness 


Furthermore, when Stouffer compared the ratings of his 
Stroup of teachers with those of Wickman’s group, he found 
that 


. several of the problems concerned with withdrawing, 
recessive personality traits—i.e., unhappiness, depression, un- 
sociability, and withdrawing—have moved toward the top of 
the list as rated by today’s teachers. Masturbation has dropped 
sharply in the teacher’s estimation as a serious behavior prob- 
lem, Interesting changes in position downward as to serious- 
ness are those of smoking and profanity, in which there were 
striking shifts of position [26]. 

However, teachers in Stouffer's group still regarded prob- 
lems relating to honesty, sex, truancy, and classroom order 
much as teachers did twenty-five years ago. On the other 
hand, when Stouffer gave the teachers an additional ques- 
tionnaire bearing the same instructions as those used by the 
mental hygienists—that is, to rate the behavior in terms of 
Its seriousness for the child’s future—an even higher degree 
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of similarity with the ratings of mental hygienists was 
achieved by teachers, indicating that some of the apparent 
differences between the two groups were the result of asking 
one group to think about the behavior in terms of a class- 
room and the other to consider it from the standpoint of the 
clinic. Nevertheless, even with the same instructions, there 
were some marked differences between the ratings. 

Stouffer makes this comment on his findings: 

In analyzing the lists of problems, it would seem that the 
behavior-problem child in school is still, as he was twenty-five 
years ago, identified chiefly by annoying, disorderly, irresponsi- 
ble, aggressive, untruthful, and disobedient behavior. Teachers 
of today, however, are not so oblivious to behavior indicative 
of social and emotional maladjustment as were those reported 
in Wickman’s study. 

All the evidence would seem clearly to indicate that the pas- 
sage of years has brought changes in teachers’ recognition, un- 
derstanding, and practice in the area of the mental hygiene of 
the . . . [school] child. The teachers’ changed attitudes might 
be attributed to a change in the total social and, in particular, 
school situation as it exists today. If we accept the judgment of 
the psychologists, psychiatrists, and psychiatric social workers 
as an adequate criterion, we can authoritatively say that teach- 
ers have grown in their knowledge of how the school child de- 
velops and behaves [27]. 

In some ways, it is quite understandable how teachers and 
mental-hygiene workers happen to rate children’s behavior 
differently because, as Stouffer points out, teachers are sub- 
jected to pressures to “educate” the child. The mental hy- 
gienist, working in the relative seclusion of his clinic, is in- 
sulated from this pressure. Furthermore, teachers are fat 
more concerned about community standards of behavior 
than are clinicians. Stouffer states: “Teachers are undoubt- 
edly aware of the dire consequences for the child, the school, 
and the teacher if community opinion is outraged by a viola- 
tion of conventional sexual taboos [28].” 


Another question that arises—and it is one that we shall 
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take up again and again throughout this text—is the extent 
to which the classroom produces or aggravates the problems 
that the mental hygienists regard as serious. To quote Stouf- 
fer again: “It would appear that our tradition-bound school, 
with its regimentation and regimented teachers, of necessity 
fosters behavior that is pathological from a mental-hygiene 
point of view. If this is true, who is to accept the responsi- 
bility for the teacher’s attitude [28]?” 

Stouffer draws the following conclusions as a result of his 


findings: 


1. There must be continued instruction of the teacher in the 
dynamics of child behavior. New knowledge must continuously 
be made a part of the teacher's understanding and approach 
to the child. Some teachers undoubtedly will need re-education 
and eradication of fixed attitudes in regard to the emotional 
and experimental factors that produce behavior problems in 
children. 

2. The public—and parents in particular—must be reori- 
ented, where necessary, as to the role of the school and the 
teacher in the education of children, and they must constantly 
be given information to assist them in understanding what 
could and should be accomplished in the best interests of the 
child. 

3. Psychologists, psychiatrists, psychiatric social workers, 
and teachers need to exchange ideas and experiences in regard 
to the behavior problems of children. It would appear that 
these professional people have much to offer one another, and 
from their mutually increased knowledge would come marked 
advances toward the goal of complete understanding of the 
child. Continued and cooperative research in the multiple is- 
sues of child behavior is important. If education for life is to 
become a meaningful concept, we will need to know more 
about and constantly to investigate the social and emotional 
dynamics of behavior as well as the intellectual development 


of the child [29]. 


Other recent comparisons of teachers and clinicians, also 
based on Wickman’s study, have been made by Charles A. 
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Ullman [30], John C. Mitchell [31], and Jack Norman Sparks 
[32]. Ullman and Mitchell confirm Stouffer's findings that 
teachers and clinicians are much closer today in their ap- 
praisal of children’s problems than was true in 1928. Indeed, 
Ullman interprets his data to mean that much of the exist- 
ing difference between the ratings asigned by teachers and 
clinicians is the result of the fact that teachers must function 
“under pressure [33].” * Sparks found that teachers who had 
received education beyond the bachelor’s degree appeared 
to be closer to the clinicians in their evaluation of children’s 
behavior than were teachers with less education. On the 
other hand, he found that “teachers with varying amounts 
of experience differ little in their attitudes toward serious- 


ness of behavior problems to the future adjustment of the 
child exhibiting the problems.” 


THE TEACHER AS A MENTAL-HYGIENE 
WORKER 


Wuat is needed therefore, is better communication and 
cooperation among and between mental-hygiene workers 
and teachers, if we are to make headway in helping children 
to grow up emotionally and intellectually and in solving the 
problems of the classroom. This me 
workers must be drawn more into the educational picture, 
and that teachers must become more conscious of their roles 
as mental hygienists. We may infer from Eisenbud’s descrip- 
tion of mental health, quoted earlier in this chapter, that 
those people who have the common goal 


of promoting con- 
ditions for a more satisfying human life are, in essence, 
mental-health workers. Teachers would certainly be included 


in such a group, inasmuch as the improvement of human 
welfare, particularly as it relates to children, is a goal to 


ans that mental-hygiene 


? That is, they must so often deal quickly and decisively with the problem 
behavior they encounter and cannot use the more deliberate methods of the 
clinician, 
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which most of them would subscribe. Whether or not the 
teacher subscribes to this viewpoint, he cannot avoid be- 
coming involved in mental hygiene, for it is inevitable that 
he would have some effect on the emotional adjustment of 
the children in his classes. To be sure, he may attempt to 
ignore or to minimize his role in this regard, but he will, 
nevertheless, have a negative effect on the lives of some 
children and a positive effect on the lives of others. He could 
not play a completely neutral role even if he wanted to— 
after all, “doing nothing” to children is “doing something.” 
Since the teacher is bound to have some effect on the de- 
velopment of children, it behooves him to gain some under- 
standing of the emotional life of children, so that he can at 
least become more aware of the effect he has on children, to 
the end that he reduces the negative influences and augments 
Or increases the positive. Realistically, it is too much to ex- 
pect that all teachers have positive effects at all times on all 
children. Even the most effective teacher, the teacher who 
has a good understanding of the emotional life of the chil- 
dren in his classroom, will occasionally have a negative effect 
on a child or two, but as he uses his knowledge of children 
(and of himself) to improve his skill and understanding in 
human relations, the examples of negative influence should 
Stow fewer in number and smaller in importance. 


RESPONSIBILITY FOR MENTAL HEALTH 


THE problem of providing for mental-health needs is 

One that all individuals in the community must accept re- 
Sponsibility for sooner or later. If the responsibility is not 
accepted earlier, it must be assumed later, because the re- 
Sults of inadequate attention to mental health are crime and 
delinquency, broken homes, emotional maladjustment, com- 
mitments to mental hospitals, alcoholism, and just plain hu- 
man unhappiness. The last alone would be sufficient cause to 
e concerned about mental hygiene because it lies at the 
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bottom of most of the other ills we have listed. Furthermore, 
unhappy people are seldom unhappy by themselves; they 
usually express their unhappiness through making other peo- 
nhappy. 

gir fanily and the school are the institutions that bear the 
heaviest burden of what is done in preventive mental hy- 
giene, for most of the patterns of behavior that lead to adult 
maladjustment and unhappiness have their bases in the ex- 
periences of childhood. This means that, next to the parent, 
the teacher plays the most crucial role of any adult in de- 
termining the mental health of future generations. This 
means, further, that the teacher and t 
health functions and responsibilities 
avoid and that must be carried out i 
munity are to be met. 

It is only in recent years that we have realized that our 
responsibility for mental health was 
bility. An example of this belated rec 
Mental Health Act which the Congr 
act provides for the training of men 
research on mental illness 
state governments of pre 
The purpose of the act is 
mental health from states 


he school have mental- 
that they are unable to 
f the needs of the com- 


a community responsi- 
ognition is the National 
ess passed in 1946. The 
tal-health personnel, for 
, and for the development by 
ventive mental-health programs. 
not to take the responsibilities for 
or their communities, but rather to 
nd them, so to speak, of their re- 
fically, the responsibilities for de- 
alth programs depend on the “men 
ely in touch with the resources and 


ty and who are deeply concerned 
with bringing optimum mental health to all their neigh- 


bors [34].” There is no question but that this definition in- 
cludes teachers. 


The growing realization of the 
health in the welfare of both child. 
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Day. In the main paragraph of his proclamation, President 
Eisenhower urged all persons and organizations concerned 
with the welfare of children “to increase their understanding 
of the emotional, social, and spiritual growth of children, so 
as to apply this understanding in their day-to-day relations 
with the rising generation [35].”* The mental hygienist can- 
not help but note how this proclamation indicates that the 
emphases of past decades on physical well-being and intel- 
lectual attainment have given way to a more rounded ap- 
proach to the understanding of child development. Indeed, 
it appears that emotional health is becoming to be accepted 
as playing a key role in the growth of children into mature 
and responsible citizens and parents. 

The Pledge to Children of the Midcentury White House 
Conference on Children and Youth provides further con- 
firmation of this trend. The first six statements of the pledge 
provide a sample of how the concern for emotional health in- 
fluenced the thinking of the delegates to this conference.* 
The members pledged as follows: 


From your earliest infancy we give you our love, so that you 

May grow with trust in yourself and in others. 

We will recognize your worth as a person and we will help 
you to strengthen your sense of belonging. 

, We will respect your right to be yourself and at the same 
time help you to understand the rights of others, so that you 
may experience cooperative living. 

We will help you to develop ini 
that you may have the opportunity 

We will encourage your curiosity 
manship, so that you may have the satisfaction that comes from 
achievement. 

We will provide the conditions f 
add to your learning, to your soci 
happiness [36]. 


tiative and imagination, so 
freely to create. 
and your pride in work- 


or wholesome play that will 
al experience, and to your 


3 
4 m full text of this Proclamation will be found in the Appendix. 
ne full text of the Pledge to Children may be found in the Appendix. 
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The conference also adopted a 67-point platform con- 
cerned principally with furthering the development of a 
healthy personality.’ The seventh point in this platform is of 
special relevance to this chapter. The conference recom- 
mended: 

That all professions dealing with children be given, as an 
integral part of their preparation, a common core of experi- 
ences dealing with the fundamental concepts of human be- 
havior, including the need to consider the total person as well 
as any specific disorder; the interrelationship of physical, men- 
tal, social, religious, and cultural forces; the importance of in- 
terpersonal relationships; the role of self-understanding; and 
emphasis on the positive recognition and production of healthy 
personalities and the treatment of variations; and that lay 
people be oriented through formal or informal education to 


an understanding of the importance of the foregoing con- 
cepts [37]. 


The statements that we have cited and quoted above are 
not the individual expressions of isolated individuals and 
groups. Instead, they reflect the attitudes and beliefs of per- 
sons who are the leaders in the professions that are concerned 
with the welfare of children, This textbook and the courses 
for which it was written are also expressions of this same 
body of opinion and are, indeed, attempts to carry out the 
spirit and intent of the growing number of lay and profes- 
sional people who believe that the development of healthy 
personalities in children requires and demands teachers who 
have learned the importance of understanding children and 


of developing relationships with them that are emotionally 
healthy. 
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THE DEVELOPMENT OF THE 


CHILD AS AN INDIVIDUAL 


UNDERSTANDING THE CHILD 


MANY, if not most of us, will admit that we are perplexed by 
the behavior of the children and adolescents for whom we 
are responsible as teachers and group leaders. At times they 
seem quite rational and “adult”; at other times, overemo- 
tional and childish. We have difficulty in predicting what 
they will do. They reject the well-meant advice of older folk 
and seem to prefer the foolhardy counsel of their peers and 
age-mates, even though they seem to have the intelligence 
and good sense to know better, 

Sometimes we try to explain these phenomena to ourselves 
physiologically—by the need children have to adjust to 
bodily changes, particularly to the changes of puberty; some- 
times we try to relate them to the presence of international 
tensions and the threat of war; and sometimes we say that 
society expects too much of children and that, at the same 
time, it does not expect enough, with the result that children 
are bound to be confused and frustrated. 

Although there is a measure of truth in each of these ex- 
planations, there is much that they do not explain. For 
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example, they do not account for the hostility that adoles- 
cents in our culture feel, individually and collectively, to- 
ward adults as a group. And they do not explain the difficulty 
experienced by well-meaning adults who attempt to interest 
children in socially acceptable behavior. Yet, if we as teach- 
ers expect to be successful in our work with children, it is 
important that we acquire a deeper understanding of the 
emotional factors which underlie the surface behavior of 
children and which have their roots in infancy and early 
childhood. 

There is much concern in education these days about “un- 
derstanding children.” Most educators accept this task as 
one of their chief responsibilities. However, what passes for 
“understanding” in actual practice takes on forms which are 
so varied that the objective onlooker is hard pressed to find 
any similarities. Let us look at some common examples of 
“understanding.” 

Miss Gard is telling a younger teacher how she gives ex- 
aminations in biology. 

r toes, because you never know 
what they'll try to get away with. Why, the other day I caught 

a boy who had the answers written on his fingernails! The only 

way to keep up with them is to patrol the aisles, and if you 

catch them doing anything suspicious just confiscate their pa- 
pers. It’s a good thing I understand boys and girls, or they'd 
be putting something over on me all the time! 

Mrs. Henry, the kindergarten teacher, also feels that she 
understands children. 

I always try to establish some routines in the first week or 
so of school because I find that five-year-olds feel more secure 
if they know what’s coming next. 

And Mr. McCully, the algebra teacher, feels that his under- 
standing of children has been of great help to him. 


TIl have to admit that the first year of junior high teaching 
was a rough one. The kids made life miserable for me, and I 


You have to keep on you 


30 THE DEVELOPMENT OF THE CHILD AS AN INDIVIDUAL 


don’t think they learned much algebra either. I spent the sum- 
mer trying to figure out ways and means of controlling the class 
and getting them to buckle down to work. F inally, I hit upon 
the plan which I have used ever since, and, believe me, it really 
works! I divided the class into teams and worked out a scoring 
system based on the grades the team members received in the 
semi-weekly quizzes. Then I posted the scores on the board 
each Monday. Believe me, I had no idea I could get the kids 
to work the way they do! I think most problems could be 


solved if teachers would take the time and trouble to under- 
stand their students the way I did. 


Each of these teachers feels that he understands children, 
hing different, Miss Gard 


sychological develop- 
onal security for them, 
derstanding of ninth- 


ment of five-year- 
whereas Mr. McCully uses his un 


all use the word in this book, is 
a blending of skills and attitudes, 
ith the welfare of children, rather 
than with subject matter or the convenience of adults. Prob- 


he word, in the examples given 


Let us consider the m 
understanding children i 
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pared to readjust his opinions from time to time as circum- 
stances require. 

A teacher who really wants to understand will make two- 
way communication a reality. We shall have more to say 
about communication in the chapter devoted to that subject, 
so we shall not treat it extensively here. Let us say, how- 
ever, that in order to understand children, it is important to 
be receptive to what children have to say. This means, 
further, that teachers will provide opportunities for chil- 
dren to express themselves and that they will be receptive 
and attentive. Not all the “messages” which children emit are 
verbal. Very often, an act is far more significant and expres- 
sive than a written or oral statement. Therefore, teachers 
who sincerely wish to understand children will have to be 
alert and sensitive to communication of the nonverbal, as 
well as the verbal, variety. 

This of course requires skill. Some teachers develop this 
skill more quickly than do others. In any case, the use and 
development of this skill requires sensitivity, patience, and 
humility. 

The teacher who understands children is able to see them 
and their world from their point of view. Many of the things 
which children do seem quite senseless and irrational to 
adults, although we would find a certain logic to them if we 
could see things the way they see them. For instance, par- 
ents and teachers are often baffled and annoyed by the 
tendencies of teen-agers to prefer the opinions and advice of 
other teen-agers to those of adults, even in cases where adults 
clearly know what they are talking about. From one point of 
view, this unwillingness of teen-agers to consider good ad- 
vice just does not make sense. Yet when we look at adults 
through the eyes of teen-agers who often have ample reason 
to be suspicious about the “good” intentions of adults in 
general, who feel that adults are concerned more about their 
own convenience and comfort than they are about the rights 
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and feelings of teen-agers, and who sometimes resent the 
greater power and freedom of the adult, it becomes clear 6 
why it is difficult for teen-agers to be influenced by adults, 
even when it is for their own good. s 

The teacher who is aware of the tendencies which are 
typical of children at various stages in their development is 
in a better position to understand them. And because of his 
better understanding, he is able to make adjustments and 
allowances where he can, to anticipate some of their atti- 
tudes and behavior, to avoid certain methods of presenta- 


tion, and to select others which his understanding tells him 
would be more effective. 


The understanding of children 
with a general knowledge of what affects children at various 
stages and in various situations. It also requires that teachers 
be prepared to understand children who are different, who 


do not live up to or conform to the expectations which one 


should not, of course, end 


nd deviations, and, 
, we should strive to find out 


ade in what might be 
ildren in her class are 
ide. Mrs. De Witt isa 
© can also rule with a 
are too frequent or when they 


called a slum district. Most of the ch 
friendly and a little on the “rowdy” s 


ap- 


his because she has 
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Sometimes what she finds out leads her to urge the child to 
work more closely with the group; sometimes she permits the 
child to continue to work by himself and may even give him 
special assignments. In a few instances, she refers the child 
to the child-guidance services. In each case, she acts accord- 
ing to her understanding of the situation faced by the child, 
as well as the forces in his environment that affect his be- 
havior. 


HOW CHILDREN DEVELOP CONCEPTS OF 
THEMSELVES AND OTHERS 


Turoucuout this book we shall be concerned with the 
behavior and personality of the child and shall use these two 
words almost interchangeably. Our use of the word “per- 
sonality” will thus be somewhat different from the everyday 
use of the word. In everyday conversation, when we speak of 
a person having a “nice personality” or an “unpleasant per- 
sonality,” we usually have reference to the outward shell or 
superficial aspects of his behavior. From the standpoint of 
the psychologist, personality involves far more than this. As 
C. M. Harsh and H. G. Schrickel point out, personality in- 
volves the individual’s temperament (the emotional quality 
of his behavior), his character (the principles by which he 
Operates, his “inner self”), and his “stimulus value” (the 
superficial aspects of his behavior we referred to above) [1]. 

The behavior displayed by the infant is a composite re- 
sult of the interaction between his basic physical and emo- 
tional needs and his physical and emotional environment. He 
feels the need for food, he cries, he is fed, and expresses 
satisfaction, or he is not fed and expresses frustration rage 
Or even fear. He cries for his mother and is quieted by her 
warmth or he expresses frustration because she does not ap- 
pear. As the infant grows, the picture becomes more complex 
(or appears to do so—perhaps the infant’s world seems less 
complex because we know less about it). No longer can we 
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speak only of basic physical and emotional needs, we must 
think of these needs as becoming more mature, more com- 
plex, and we must take into account social needs, which iny 
volve the child’s seeking status and acceptance by members 
of the family group. Furthermore, his environment becomes 
more complex. Not only is a social component added, but 
also there is an aspect of interpretation. We no longer can 
think of environment in terms of those forces which can be 
observed or measured by the onlooker, but in terms of what 
these forces mean to the child. To some babies, the 
ance of a man is cause for rejoicing 
learned to know that this man will fo 
with them. To other children, living 
mother, the appearance of a man is cause for fear and anxiety 
because this man will take them from their mother for a 
prolonged period. As the child grows and matures, the 


greater his range of experience, the more meaning his en- 
vironment has for him. 


appear- 
because they have 
ndle them and play 
with an estranged 


IMPORTANCE OF UNDERSTANDING CHIL- 
DREN § SELF-CONCEPTS 


The way in which a 


an 
an the second 
eriences with children who 
cannot therefore make 
arn the skills and the knowledge set 
ticulum. They have no hope that they 
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ever will be able to learn; hence, they are unable to under- 
take the problems of learning in an efficient manner. Other 
children are supremely optimistic about their ability to 
learn, yet they lack the ability to make the abstractions and 
discriminations which are so important for success in school. 
Such children continue to fail, but still “come back for 
more,” unable to profit by their mistakes. Certainly, the 
ways in which children view themselves and their environ- 
ment do not contain all the answers to the explanation of 
their behavior, but they nevertheless do contain many of 
them. 


THE ORIGINS OF SELF-CONCEPTS 


We can explain the development of these concepts in part by 
the attitudes possessed by parents. The development of the 
child’s self-concept begins before he is born. To some extent, 
it has its roots in his parents own self-concepts, for in a very 
general way he is likely to look upon himself in the way in 
which his parents see themselves. The child who is self- 
depreciating very often has a parent who is self-depreciat- 
ing, and the child who always counts on winning and must 
be the one to win usually has a parent who is also keenly 
competitive, Children even share their parents’ neuroses. In 
a study of 52 children referred to the guidance center at 
Arlington, Virginia, E. Lakin Phillips discovered that 71 per- 
cent shared at least one of their symptoms with their mothers 
and 48 percent shared a symptom with their fathers. In many 
cases symptoms had their roots in the attitudes parents had 
developed toward themselves and toward life in general, 
attitudes which were then taken over by children and which 
appeared to be related to the shared symptom [2]. 

Yet there is more to the development of a child’s self- 
Concept than a rough duplication of parents’ attitudes toward 
themselves. Parents will have some attitudes toward their 
child-to-be months, and sometimes years, before he is born. 
They may prefer a girl or they may prefer a boy, or one par- 
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irl and the other a boy, or they may not 

a. ae es they may be so happy about hav- 
a “hil that they genuinely do not care what sex it will 
a Then there are the expectations. What kind of person 
peer this child be? If a boy, should he be vigorous, ag- 
essive, and “masculine”? Or should he be kindly and sym- 
tte ane “feminine,” but not “masculine’ either, in the 
tis of being rough and antisocial. Should he be the kind 
of person his father wanted to be but could not? Should he 
be the kind of person his mother wishes his father would be 
—but is not? These questions cover a fraction of the attitudes 
which parents develop before the birth of a child. For the 
most part they are unconscious, but they nevertheless play 


an important role in the formation of the child’s attitudes and 
self-concept. 


ght of their 
wo of life. After all, eve 
baby ought to look and behave, and no 
be any more than a baby. But as he 


acceptance during 
tyone knows how a 


One expects him to 
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deeper into the tug of war between himself and the sig- 
nificant people in his life—the tug of war which will be so 
important in deciding the kind of person he is to be. In gen- 
eral, this tug of war is between the child wanting to be him- 
self, doing what he wants to do, and his family wanting him 
to “become someone they can be proud of,” to do what they 
want him to do. 

In our Western culture, the child usually resists these de- 
mands for a while, with major clash of wills occurring during 
the third year of life, followed by alternating periods of 
peace and minor skirmishing during the rest of childhood 
and adolescence. Some children continue to have difficulties 
Over the issue of who controls whom, whereas others are 
more fortunate. 

During this third year of life the child experiences a 
change in the relationship he has had with his parents. If 
he grows up in the usual middle-class home, perhaps he 
feels that things are going reasonably well. If his parents 
have rejected or punished him at various times, he is unaware 
of this because his memory is imperfect. Only if he interprets 
the home atmosphere as tense, anxious, or unfriendly, is he 
upset. However, if he feels that his parents love him and his 
siblings more or less accept him, he is reasonably satisfied. 

But this ideal state does not continue. As he grows more 
curious, more active, and more destructive in attempting to 
Satisfy his curiosity and his needs for large-muscle activity, 
it becomes necessary to set limits to his behavior. Regardless 
of attempts to “clear the decks” so that he might play in a 
hazard-free area, he seems to have a genius for getting into 
trouble. And sometimes it is necessary to be firm, perhaps to 

. Punish, in order to help the child to learn that certain kinds 
of actions are harmful, dangerous, disapproved, or otherwise 
inappropriate. 

Most children do not accept these limitations easily and 
Sracefully. In fact, the third year of childhood is recognized 
by observers as a period marked by temper outbursts, nega- 
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tivism, crying, and ill feelings. In the usual situation, the 
child eases gradually into more mature behavior and accepts 
restraint. This does not mean that the child 
limitations willingly or pleasantly. Usually it i 
upsetting for the child to realize that his lovi 
apparently withhold their love from him (fo 
terpretation of punishment), 

He would like to feel able to d 


accepts these 
s more or less 
ng parents can 
r this is his in- 


arents’ good 
ts’ presence; 
n learn about the 
hey have not wit- 


graces. At first he learns t 
later he learns that these 


not understand how t 
to their possession o 
such people who 
He resents this and wants to fight it somehow, but there 
does not seem to be a Way. 

Gradually, 


if he pl the st h as may burn his hand 

1t he plays near the s ove, he may cut hims If if 

with the knife, ete, y et if he plays 
The first sta 
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self a small parental image which he installed in the “back 
of his mind” and which forbade him to engage in prohibited 
activities. 

Although the kinds of prohibited activities vary from 
family to family, there are certain types which are common 
to various cultural patterns. In essence, parents are doing 
two things when they restrain their child and “limit” his be- 
havior. In the first instance, they are attempting to prevent 
him from harming himself and others, and in the second 
place, they are “transmitting the culture” to the child. It can 
be argued that these are essentially the same. For example, 
Japanese families are careful to keep their children from 
sitting or playing in the doorway because they feel that this 
is the weakest part of the house and that even the weight of 
a small baby will bring the edifice tumbling down. In our 
culture, some parents go to great lengths to prevent children 
from touching their genitals because of the fear that the 
child may become perverted or even insane if this behavior 
is permitted. 

Of great interest to us is the second category—that be- 
havior which is forbidden or enforced for obviously cultural 
reasons: insisting that a child keep his person and his cloth- 
ing clean; insisting that a child eat at specified times and 
always clean up his plate; prohibition of swearing, relating 
phantasies, lying, and fighting; forbidding a child to associ- 
ate with children of different color or religion. Requirements 
of this type are of particular interest because they are less 
“rational,” i.e., they are less related to the personal welfare 
of the child, and because most parental decrees or “verbots” 
usually fall into this category. We insist on these behavior 
patterns and prohibitions because this is the way that it is 
done—no other way is acceptable. 

One wonders whether the child realizes, unconsciously at 
least, that most of the demands made on him carry this 
Weight of irrational authority, that they are demands which 
must be obeyed without question, not because they serve 
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some useful purpose, but because deviation will not = 
tolerated by society in general and his parents in particu m 
who represent society in their role of transmitters of the 
culture. Apparently, some children feel that since most > 
mands and prohibitions levied on them are for the benefit o 

persons in authority rather than themselves, that all demands 
and prohibitions fall into this category. If this is so, it helps 
to explain the headstrong, rebellious, daredevil conduct 
which is typical of some children, particularly at later stages 
of development. 

Perhaps we can distinguish among three kinds of demands 
and prohibitions: (1) those made for the personal comfort 
and safety of the child; (2) those made for the comfort and 
safety of others; and (3) those made to ins 
a social norm. One is tempted to 


demands and prohibitions made 
boss” 


ure conformity to 
add a fourth category— 
to show a child “who is 


; however, any of the three types of demands and pro- 


hibitions may be invoked with this additional purpose in 
mind. 


In any case, those demands and prohibitions made to in- 
sure conformity to a social n 


orm and those made even in part 
for the purpose of demon 


strating authority are the ones 
which tend to cause the most anxieties in children, possibly 
because of their essentially irrational quality, and even more 
possibly because these are the areas of conduct which arouse 
anxieties on the part of adults. After all, nonconformity to a 
social norm is cause for rejection, loss of status, and ostracism 
among adults. 


Most of us derive reassurance from being able to control 
the behavior of others, whereas challenges to our authority 
only serve to remind us of the existence of inadequacies we 
would like to forget. Thus, when we see children refuse to 
conform or when they object to our authority, it is little won- 
der that we become tense and anxious. Dictatorial parents 
and teachers produce children who are not only tense and 
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anxious, but who will also become dictatorial when the op- 
portunity is provided. 


DIFFERENCES IN PERSONALITY PATTERNS 


Children differ, of course, in the ways in which they express 
anxieties and tensions. Some children decide that the world 
is a very unsafe place, and they withdraw into quiet, solitary 
activities which enable them to avoid the risk of noncon- 
formist behavior. If they do not venture out into “the world,” 
they will thus reduce the number of occasions adults will 
have to use them as a means of demonstrating adult au- 
thority. Children who adopt this pattern of behavior tend to 
repress the hostility which is engendered by persons in au- 
thority. They become submissive, because they do not want 
to risk the danger of punishment with its consequent impli- 
cations of rejection and loss of love. This pattern tends, in 
our culture, to be more typical of girls than boys, although 
large numbers of boys are drawn to this solution. 

Other children express their resentment of adult authority 
openly, either against adults themselves or toward their 
peers, or both. Their aggression may take the form of fight- 
ing, swearing, or destructiveness, or it may lead to large- 
muscle activity of a more or less aggressive nature. In the 
former case, such children usually receive the label of “prob- 
lem children,” because they constitute such an open threat, 
such a flagrant violation of our culture’s mores and our au- 
thority as individual adults. 

A third pattern is followed by children who endeavor to 
find out what the approved forms of behavior in our culture 
are. These children have a strong drive to like, admire, and 
respect adults. They would like to be powerful the way 
adults are, and they can see themselves getting a little adult 
power by cooperation, submission, and living the roles adults 
expect of them. Such children, in effect, strike a bargain with 
adults; they perform according to expectations, and, in ex- 
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change, adults approve of them (love them) and permit 
them limited freedom of activity (power). 

Children who adopt this pattern of solution constitute the 
great middle group, the ones who have worked out the most 
effective compromise with life. This group, too, tends to re- 
press its anxieties, although, probably because of better rela- 
tions with adults from the start, they have fewer anxieties to 
repress, and are better prepared to deal with problems as 
they occur. There are more girls than boys in this group, 
probably because early home conditions in our culture 
(mother at home, father at work) favor the psychological de- 
velopment of girls rather than boys. 

It should be noted that most individual children would 
probably defy absolute classification into any one of the fore- 
going categories because their behavior tends to present a 
mixed pattern. However, there is usually an identifiable 
trend that dominates the behavior of most children. 


THE DEVELOPMENT OF THE SELF-IDEAL 


early 
“pers 
In most homes 


im- 
self—we shall use the term “self-ideal” al as he 
personality. ) 


In a large sense, the self-ideal isa disturbing element in 
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the child’s life. On the one hand, it provides the means 
whereby the child is socialized—learns to be amenable to 
the requirements of society and considerate of the rights and 
needs of others. On the other hand, the anxieties that are 
aroused when a child acts contrary to his self-ideal, or when 
he is appalled by the great difference between what he is and 
what he ought to be, make it easy for him to be overcon- 
trolled and overdominated or pushed and pulled about by 
other children and adults. Often these anxieties drive chil- 
dren into behavior that is the very opposite of the self-ideal. 
(Some of the symptoms of anxiety-driven behavior will be 
discussed in succeeding chapters.) An example of this op- 
positional behavior is the relationship between toilet training 
and bed-wetting among children being treated at a child- 
guidance clinic, explored by John Bostock and Marjorie 
Shackleton, As a result of their study they reported that there 
Was a pronounced tendency for bed-wetting to be associated 
with rigid toilet training in infancy [3, 4]. 

Nor is there always an obvious connection between the ex- 
pectations and demands of parents, on the one hand, and the 
behavior of children, on the other. For example, W. H. Sewell 
reports the existence of a relationship between bowel-and- 
bladder training in infancy and tendencies toward nail-biting 
in later life. Even though these two aspects of life appear to 
be unrelated at first glance, Sewell notes that children whose 
parents did not make severe demands in the way of early 
bowel-and-bladder training were less likely to become nail- 
biters [5]. A possible inference here, of course, is that chil- 

ren whose parents were relaxed, were themselves relaxed 
and hence did not feel the need to engage in behavior symp- 
tomatic of tension such as nail-biting. 

The self-ideal also has its origins in the expectations and 
hopes that parents have for children, particularly when chil- 
dren’s behavior does not measure up to the hoped-for ideal. 
can already recognize some of 


Jimmy is three years old and i 
arents’ pleasure at this feat is 


the letters of the alphabet. His p 
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somewhat clouded by the realization that three-year-old Jane, 
next door, not only can recognize every letter in the alphabet, 
but can even read a few common words. 

The parents of five-year-old Georgia are concerned because 
she will not put her toys away and hang up her clothes unless 
she is reminded many times and sometimes scolded. These ex- 
pectations are at variance with their own behavior (both par- 
ents leave books and magazines strewn about the house) as 
well as with the behavior of most five-year-olds. Her parents 
are unaware of these inconsistencies, however, and feel that 
their expectations are modest and reasonable. 

The publication in the 
information regarding the 
training on the person 
led a few parents to d 


popular press, in recent years, of 
effect of premature and rigid toilet 
ality and development of children has 
evelop a studied permissiveness toward 
this aspect of child training, but without extending this at- 
titude toward other dimensions of child-parent relations. 
Bruno Bettelheim tells of a mother who could accept the 
need of her eighteen-month-old son to establish toilet con- 
trols at his own rate, but who was keeping a list of words he 
was learning. She had calculated that he was learning two 
new words a day, and it was plain that she was determined 
that he should maintain this rate or even improve on it. The 
new words were discussed every day in the home and were 


the main subject of her letters to her parents and in-laws. 
Bettelheim says, in part: 


Yet, in a way this boy was 
posed a too early toilet tr 
velopment was here reve 
sively preceded toilet trai 
[In other words, toilet tra 
was delayed, and verbali 
ready, was pushed. 


. ready, 


zation, for which he was by no means 
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It is not difficult to assume that this child felt under much 
greater pressure as things were, and was hence much more 
tense than he might have been had the mother just settled for 
an early toilet training [6]. 

As a result of such inconsistent pressures, some children 
develop self-ideals that vary markedly from their self-con- 
cepts and consequently experience feelings of profound guilt 
and anxiety at their inability to live up to these ideal stand- 
ards. On the other hand, many children, as Gardner Murphy 
says, “simply develop a realistic acceptance of the fact that 
other people approve certain lines of conduct and disapprove 
of others, and adjust themselves to the standard of approval 
and disapproval without developing much conscience about 
it [7].” More exactly, they will take over some of the general 
ideas, but may distort or minimize certain aspects. Thus, a 
child who is asked occasionally to “show off” when strangers 
are present may gain an exaggerated sense of his talents and 
showmanship. ‘Another child in a similar situation may come 
to feel that his parents do this to embarrass him and may 
consequently develop a depreciatory attitude toward his 
abilities. He may actually do more poorly when others are 
Watching him. 

During the preschool years the child will learn whether 
he is expected to think and act for himself most of the time, 
or whether he must depend on adults to decide what he is to 
do or perhaps even to do it for him. He may learn that his 
parents always expect his requests to be unreasonable, but 
also that they grant them if he screams loud enough. 

There is seldom, if ever, a one-to-one relationship between 
parents’ expectations of their child and what he develops as 
a self-ideal. Although communication is perhaps one of the 
greatest of human inventions, it is nonetheless an imperfect 
instrument. Hence, we can be fairly certain that children will 
distort and misinterpret what their parents expect of them. 
F urthermore, because of a strong drive in some children to 
‘be themselves” at all costs, or, rather, not to be what others 


L 
46 THE DEVELOPMENT OF THE CHILD AS AN INDIVIDUA 


want them to be, some children seem to take a ie 
pride in developing self-concepts or self-ideals and engaging 
in activities that are directly opposed to what their parents 
expect of them. 


ATTITUDES TOWARD OTHERS 


The child’s concepts of others will also be colored to a great 
extent by those of his parents. The child who grows up ina 
home where there is little conversation is likely to grow up 
expecting that no one should talk much, and that people 
should keep their thoughts to themselves, If parents are 
highly critical of relatives and friends and are not given to 
making kind and generous comments, who c 
if children grow up with re 
Children learn their stron 


and siblings. 
In a study of informal conversation in families, Bossard, 


Boll, and Sanger found that a number of types were readily 
discernible. 


an be surprised 
jecting and supercilious attitudes? 
gest prejudices from their parents 


For instance, some families talk chiefly 
their experiences, achievements, misfortune 
lems. Other families, by way of contrast, 
persons or events outside of the family. 

Similarly apparent is the contrast b 
of conversation that are ana 
named are those which consis 


about themselves; 
s, plans, and prob- 
talk mostly about 


> and the overtones may be 
humor, mystery, drama, or sim 


ment. Motives are impugned, Purposes are eval 
and events are “placed in their Proper light.” 

family conversations devoted to “talking about someone,” Com- 
ments are chiefly critical, depreciatory, belittling. The boss is 
flayed, a competing neighbor’s child is depreciated, the teacher 
is criticized, a social rival is ridiculed, a relative is castigated, 


uated, persons 
These are the 
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a public official is denounced, the children are nagged, or the 
food is declared unpalatable. 

Somewhat akin to this latter type is the pattern where con- 
versation comes to be a kind of exhibitionism, as showman- 
ship. The emphasis is not so much on expressing a thought as 
on giving a performance. The aim may be at cleverness, and 
may achieve that purpose or degenerate into mere smart- 
aleckiness; or the conversation may take the nature of a sadistic 
performance, where the purpose of hurting expresses itself in 
cutting speech; or the objective may be primarily that of hold- 
ing the floor, so to speak, with a juggling of verbal balls, some- 
times of gold but more often of tinsel. In most cases, this type 
of speech seems designed basically to call attention to the 
speaker, and may be related to a deep-seated inferiority com- 
plex. 

Other contrasts in these family patterns of conversation are 
to be found in their tonal qualities. At one extreme are those 
conversations which abound with “snarl words,” and much of 
the talk consists of spasmodically throwing verbal bits at one 
another as one throws sticks at a dog. In contradistinction are 
those family conversations which suggest a Sunday afternoon 
symphony concert. Instead of loud noises, wrangling, and 
Constant interruptions, there is a quiet and polite exchange of 
ideas, even allowing for disagreement in conviction. People 
are allowed to finish a sentence. Even the children are allowed 
these courtesies. N , 

One important by-product of this study is the impression 
One gains of these patterns as unconscious, even if persistent, 
habits of family living. That is to say, the families studied had 
no awareness, seemingly, of the extent to which their patterns 
of conversation conformed to a given type. There was no 
awareness or thought either to their nature or of their role in 
the development of the child members or in the relations be- 
tween the adult family members [8]. 
sual family conversation, as well 
vior of family members, the child 
siblings regard themselves and 


Through the medium of c 
as through the general beha 


learns how his parents and 
life in general. The way in which he perceives their attitudes 


48 THE DEVELOPMENT OF THE CHILD AS AN INDIVIDUAL 


and behavior will govern the attitudes he will develop re- 
garding himself and others. He may learn, for example, that 
he should be afraid of others and withdraw from close con- 
tact, or that he should fear others and hence attack them, if 
possible. Or perhaps he learns that the safest thing to do is to 
wait until others make the first move and then act accord- 
ingly. 

Another factor that operates is the feeling of in 
and inferiority which most children have where 
concerned. Adults are large an 
crafty, and all-powerful. Children see themselves as power- 
less to resist adults for very long. Furthermore, adults are 
very necessary, not only as protectors and as suppliers of 
food, shelter, and clothing, but also as sources of love and 
approval. Therefore, the child normally realizes that he must 
keep on the good side of adults most of the time so as not to 
cause them to withhold or withdraw their support and love. 
One of the ways to keep from offending adults is to adopt 
their ways of thinking, and furthermore perhaps one can be- 
come as strong and powerful as an adult by thinking and act- 
ing like him. Hence, children usually incorporate some of 
their parents’ values and points of view into their self-ideal, 


adequacy 
adults are 
d strong. They are skillful, 
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in shaping the concepts and attitudes of their children, any 


ad free rein in forming their own 
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in a peaceful and cooperative society, as in the case of the 
Zuñi, the parents will act accordingly. There are usually a 
few parents who, for various reasons, lead lives which are at 
variance with the culture and who attempt to inculcate dif- 
fering values in their children. Whether their children, too, 
will deviate from accepted cultural patterns will depend on 
their relations with their parents and on whether they will 
yield to or withstand the pressure brought upon them by 
their peers and adults outside the family. During a recent 
Political campaign the author and his wife strongly favored 
Candidate “X.” Hence, they were somewhat taken aback 
when their five-year-old daughter loudly declared herself 
for Candidate “Y.” After some questioning it developed that 
the families of all the other children in her kindergarten 
group were for Candidate “Y.” Even after she was reassured 
about her right to deviate from the opinion expressed by her 
classmates, she was still dubious and said that she would 
Probably favor both candidates. The point is that even kin- 
dergarteners are sensitive to the attitudes expressed by per- 
Sons outside of their family group, and when there isa dif- 
“erence, it is resolved largely on the basis of the choice which 
"volves the least risk or anxiety. 


ARE SEX DIFFERENCES BASICALLY 
CULTURAL? 
For the most part, we are unaware of how our self-concepts, 
attitudes, and behavior are influenced by our culture, since 
this influence pervades so much of our daily lives that we 
accept it unthinkingly. Let us consider one aspect of every- 
ay life which illustrates this—the psychological differences 
tween men and women that we assume exist. We are all 
Ware that women taken as a group are more interested in 
le care of children, are more concerned with the humani- 
arian aspects of life, and in general are more law-abiding 
than are men. Boys create more disturbances in class than 
© girls. Boys are more athletically inclined; girls are more 
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scholastically inclined; men are inclined to be more aggres- 
sive and domineering. We are all aware of these differences 
and tend to attribute them to the “natural order of things”— 
males behave this way because they are male, and females 
behave this way because they are female. 

Yet the research of anthropologists like Mar 
raises grave questions about the validit 


Mead has found tribes in Melanesia where men behave in 


ways which we would consider to be essentially feminine, 
and women behave in ways which we would consider es- 
sentially masculine. Women in these groups tended to be 
ead-winning functions, 
o be concerned with 
e there was no sharp 
d behavior displayed 


purely physical func- 
[9]. 


garet Mead 
y of this explanation. 


A - Baker had been using 
the family car to take her six-year-old daughter to school 
seven blocks away, and was complaining how it “broke up 
her day.” Mr. Baker ask 

to school. He had bee 
found that there wer 


Now there are no ob 


jective, scientific data which support 
Mrs. Baker’s statement, 


yet her attitudes are similar to those 
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held by many middle-class parents. It is just that we feel 
different about boys and girls. We expect girls to need more 
protection, to be weaker, to be interested in playing with 
dolls, and we expect boys to be vigorous, aggressive, mis- 
chievous, and more interested in sports and games. And boys 
and girls usually turn out in accordance with these expecta- 
tions, not because the expectations were “correct,” but be- 
cause the expectations themselves exert such a powerful in- 
fluence during the formative years. Again we should note 
that there are alwavs a few children who do not conform to 
the expected pattern. These children are always under great 
pressure, applied by adults and children alike, to change 
their ways. Boys who are interested in playing with dolls 
are criticized as being “sissies,” and girls who prefer to climb 
trees with boys are called “tomboys,” and are, in general, 
more likely to be rejected by their peers, although there is a 
greater tendency to reject boys who behave differently, in 
Comparison to girls. According to J. H. S. Bossard, we let 
boys and girls know what kinds of behavior we expect of 
them by such statements as, “Little girls don’t talk that way,” 
or “A lady never raises her voice,” or “He sounds like a boy, 
all right [10].” Children are quick to sense the meaning of 
such remarks. 

There are other ways in which 
through parents, teachers, peer groups, churches, and the 
Mass media of communication, exerts powerful influences 
Which shape the self-concept, self-ideal, attitudes, and be- 
havior of a child. We shall have more to say about them in 


the chapters that follow. 


the culture, operating 
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Boru within and beyond the immediate experience of 
each individual there are forces, conditions, and events that 


help him to be like all other persons, like some other per- 
Sons, and like no other persons [11]. Clyde Kluckhohn and 
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H. A. Murray, in writing on the development of personality, 
call these the “determinants” of personality because they 
play such an important part in determining the kinds of peo- 
ple we are or will become. 
Biological or “constitutional” determinants comprise one 
class of such forces, according to Kluckhohn and Mur- 
ray [12]. Each child has an inherited pattern of biological 
characteristics which resembles the patterns of others some- 
what, but which is also different from any other. 
characteristics will have an effe 
build, facial contours, muscula: 
and even on his temperamen 
boys in the class may be a p 
bring into play certain person 
have lain more or less dorma 
may be considered disadvant 
development of what is 


complex.” Boys who are 
often turn 


Inherited 
ct on his height, weight, body- 
r and glandular development, 
t. Being taller than the other 
hysical advantage. It will also 
ality characteristics that might 
nt. Being taller than most girls 
ageous and may encourage the 
popularly known as an “inferiority 
shorter than the rest of the group 
out to be pugnacious and “scrappy.” 


n the rest of the 


here are literal] th f 
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name those conditions or forces that appear to lie at the basis 
of his pugnacious behavior. His shortness is only one aspect 
of his problem, but it is a condition that helps to dramatize 
how Brian feels about himself and life generally. 

In other words, biological determinants are only part of 
the picture that is the child’s personality. For example, Lor- 
raine may have a physiological predisposition to be asth- 
matic. If her mother is inclined to be overprotective and 
anxious or overrejecting and preoccupied, it is likely that 
Lorraine will have much difficulty with asthma [13]. Because 
of this, Lorraine may have to be very careful what she eats 
and the kinds of activities she engages in. She may, there- 
fore, develop a very cautious and timid attitude toward life, 
an attitude that may color her entire personality. On the 
other hand, if Lorraine’s mother is not overprotective or over- 
rejecting, asthma may never get to be a problem, even 
though she is physiologically vulnerable. 

The important thing to remember is that no biological 
determinant taken by itself is sufficient to have a predictable 
effect on the self-concept or personality of a given individual. 
A so-called physical defect, for example, must be considered 
in the light of such things as: How do others regard his ap- 
Pearance and manner—do they admire and accept him, or do 
they ridicule him, or do they ignore him? How does he re- 
gard himself? Is he anxiously concerned about his appear- 
ance, or does he take it for granted? Does he think that his 
Parents would like him better if he were better looking? 
Does he daydream about being more attractive to the op- 
Posite sex? In other words, the important factor is not so 
much what an individual’s physical characteristics are as it 
is how he regards them and how he thinks that others regard 
nim, 

Kluckhohn and Murray also distinguish a class of per- 
Sonality determinants they term “group membership de- 
terminants” [14]. By this they mean the characteristics 
individuals develop by reason of growing up among and be- 
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longing to national groups, cultures, subcultures, and com- 
munities. For example, Miss Finch is partly the kind of person 
she is because she is an American, a member of the middle 
class, and grew up in a small town in the Deep South. Mr. 
Jones possesses the attitudes and self-concept he has because 
he has lived and worked most of his life in a small fishing vil- 
lage on the coast of Newfoundland. We tend to draw some 
of the “flavor” of our personalities and viewpoints, to a 
greater or lesser extent, from the intimate an 
sociation with certain groups. 

Kluckhohn and Murray also indicate that the roles that 
people play influence their personalities to a marked de- 
gree [15]. Part of a teacher's personality is shaped by his 
role as a teacher; the cost accountant 
certain attitudes and viewpoints bec 
role; and the ward politician’s self- 
role in life, The roles of children ar 
for they pass from one set of roles t 
through various st 


d long-term as- 


is likely to develop 
ause of his professional 
concept is shaped by his 
e to a large extent in flux, 
o another as they proceed 
ages of childhood. Some roles are more 
permanent: the oldest child is always the oldest child, and 
the demands that this role makes often h 
on his personality. The sex role 
clearly recognizable personality 

The fourth category noted b 
termed by them “situational determinants.” These include 
“things that happen a thousand times as well as those that 
happen only once—provided they are not the standard for 
the whole group [16].” Under this heading would be in- 
cluded divorce or separation of the parents, the existence of 
a handicap or of unusual talent, having a father whose oc- 
ay from home most of the time, liv- 


ing in a neighborhood where there are very few children, 
etc. 


ave a marked effect 
> as we noted earlier, results 
patterns. 

y Kluckhohn and Murray is 


All of these forces or determinants exert some influence on 
the personality of the child, but because of the ways in which 
they interact and sometimes counteract each other, no trait 
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of personality can be readily ascribed to a single determi- 
nant. Furthermore, any given condition involves several de- 
terminants simultaneously. Being the oldest son involves a 
situational determinant, but it also involves a role determi- 
nant, in that we have certain expectations of how oldest sons 
should act. And we would like to mention again, for em- 
phasis, that as important as determinants are in shaping per- 
sonality, what has the greatest effect on the individual's 
behavior are his attitudes: How does he regard himself (his 
self-concept)? What does he think others expect of him? 
What does he expect of himself (his self-ideal)? How does 
he regard others? And, finally, how does he regard the world 
around him? 
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MOTIVATION: NORMAL 


NEEDS AND ANXIETY 


INTERNAL AND EXTERNAL FORCES 


IN THE last chapter we attempted to describe human be- 
havior as the indirect product of external forces—forces that 
exist outside the individual, as it were, that operate to shape 
his self-concept and self-ideal, and that push and pull him 
into various attitudes and decisions. Even the self-concept 
and the self-ideal are in a sense the expression of external 
forces, because they are composed so largely, as Harry Stack 
Sullivan implies, of the reflected appraisals of others [1]. In 


this chapter, we shall examine some of the forces that appear 
to operate within the in 
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feeling of extreme boredom and general irritability that 
sometimes comes over ten-year-olds toward the end of a 
long, hot day. Or he may be defying the teacher and at the 
same time reaching to express feelings of anxiety and guilt 
which are so strong that he feels he ought to be punished for 
something. g 

It may be that all these forces are operating simultaneously 
and are interrelated. If so, some are probably more potent 
than others, at least as far as Gregory’s day-to-day conduct is 
concerned. Furthermore, they all have internal and external 
aspects which blend one into the other. We are introducing 
a quality of artificiality by making a distinction between in- 
ternal and external motives or forces. Thereby we can de- 
velop some hypotheses and draw some conclusions which 
may help us to understand children better. 


BASIC NEEDS 


One of the fundamental assumptions which underlie 
the thinking presented in this book is that all individuals are 
motivated by both basic needs and anxiety. 

Basically, the actions of all organisms, human or otherwise, 
are the result of a need to maintain and enhance the or- 
anism [2]. This basic need, however, is expressed in an 
endless variety of ways, depending on such conditions as the 
Maturity of the organism and the situation in which it finds 
itself. For the purposes of the present discussion, a classifica- 
tion of needs similar to that developed by A. H. Maslow ap- 
Pears to have the advantages of being simple enough to be 
grasped easily and complex enough to serve as a basis for 
differentiating needs at various levels and stages of develop- 


Ment [3, 4]. 

The system of basic needs a 
as modified by this writer is as follows: 
er, sex, the need to breathe, to 


s conceived by Maslow and 


l Bodily needs: hung 
eliminate wastes, and so forth. 
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2. Safety: the avoidance of and defense against external 
dangers, against forces which might produce injury, pain, 
impairment, extremes of heat and cold, and so forth. , 

3. Love: the need to be given love, warmth, and affection 
by someone. , 

4. Self-esteem: a need to feel strong and adequate, to have 
the respect and the confidence of others. 

5. Self-actualization: the need for self-fulfillment and self- 


expression, to use and develop one’s talents, to become the 
most one is capable of becoming. 


HOW BASIC NEEDS OPERATE 


In general, this set of needs constitut 
series in that individuals are normally 
toward the end of the list more and mo 
advance through each stage of development, Infants, for ex- 
ample, are concerned almost exclusively with the first three 
needs on this list because these are the needs most essential 
for life and growth. It is obvious that the ability of a child 


to grow and develop depends upon whether his needs for 
nourishment and safety are met 


es a developmental 
able to satisfy needs 
re adequately as they 


normal development of children. 
Spitz found that 


M. Widdowson of children in 
Germany, seems to indicate 
an calories, Widdowson’s ac- 
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Near the industrial town in Germany where our unit had its 
headquarters in 1948 there were two small municipal orphan- 
ages. We may call them for the present purpose “Bienenhaus” 
and “Vogelnest.” Each houses about fifty boys and girls be- 
tween 4 and 14 years of age; the average age was 8 years and 
8 months in both homes. These children had nothing but their 
official rations to eat, and, although these were considerably 
better than they had been in 1946 and 1947, they were still 
barely adequate for the children’s requirements. The children 
were below normal as regards height and weight, those at 
Bienenhaus being a little worse than those at Vogelnest. We 
decided to follow the heights and weights of all these children 
by weighing and measuring them every fortnight for a year, 
during the first half of which neither one of the homes would 
receive any additional food, but during the second six months 
one of the homes, Vogelnest, would be supplied with un- 
limited amounts of additional bread, so that all children could 
satisfy their appetites to the full. Extra jam would also be 
provided to spread on the bread, and concentrated orange 
juice to serve as a drink. Supplementary bread had already 
been shown to promote excellent growth at another orphanage 
- ... During the second six months the children at Bienenhaus 
would continue to be weighed and measured as before but 
would receive no additional food. In this way it was hoped 
to get a direct comparison of the growth-rate of children with 
and without the additional bread. . . - 

As the frst six months went by it became apparent that the 
children were gaining weight at very different rates in the two 
homes. A group of boys and girls should gain an average of 
about 1.4 kg. [approximately three pounds] in six months. . . . 
At Vogelnest the average gain was almost exactly 1.4 kg.; at 


Bienenhaus the mean gain was less than 0.5 kg. 

During the second six months the position was reversed. 
In spite of the extra food provided for the children at Vogel- 
nest, their average growth-rate was less than it had been dur- 
ing the first six months when no additional food was supplied. 
- . . At Bienenhaus, on the other hand, the weight curve im- 
mediately began to rise steeply, although these children were 
Setting only their German rations as before. There was clearly 
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some other factor at work which was more than counteracting 
the beneficial effect of the additional food we supplied. . 
At the beginning of 1948 Bienenhaus was in charge of Fräu- 
lein Schwarz, while Vogelnest was presided over by Fräulein 
Grün. Just at the time when the additional food was first pro- 
vided at Vogelnest it so happened that Fräulein Grün left the 
orphanage. . . . Fräulein Schwarz was thereupon transferred 


from Bienenhaus to Vogelnest, and a third woman, Fräulein 
Weiss, came to take charge of Bienenh 


aus. Fräulein Grün and 
Fräulein Weiss were very similar 


in temperament, bright, 
happy persons, genuinely fond of the children and the children 
of them. Fräulein Schwarz was quite different. She 
rather stern and forbidding, and she ruled the home with a 
rod of iron, Children and staf lived in constant fear of her 
reprimands and criticisms, which sometimes seemed quite un- 
reasonable, For instance, one day a child was scolded for wear- 
ing gloves and getting them wet; the next day the same child 
was in disgrace for not wearing gloves. Fräul 
chose the times when the children were at their meals to ad- 
minister public rebukes and would single out individual chil- 
dren for special ridicule. The children had to sit in silence 
while this was going on, with their bowls of soup in front of 
them. By the time she had finished the soup would be cold; 


all the children would be in a state of considerable agitation, 
and several of them might be in tears, 
Fraulein Schwarz had her f: 


was older, 


ein Schwarz often 


g and they were always 
- +. During the first six 
enenhaus, these children gained 


home, and from the 
additional food they 
started to put on wei i 


months they gained more th 


assured of praise rather than blame. 
months, while they were at Bi 


Widdowson indicate how the 
turation of the child can be en- 
compromised when its love relationship 
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with a parent or a parent substitute is defective or deficient. 
Nor is childhood the only period of life affected by these ex- 
periences. After reviewing the research on the subject of 
maternal deprivation (i.e., motherlessness) for the World 
Health Organization, John Bowlby came to the conclusion 
that the lack of a real or substitute parent during infancy 
and early childhood’ constituted a severe handicap to the 
normal social and emotional ‘development of most indi- 
viduals in later childhood and adult life. He found that chil- 
dren who had suffered such experiences were more likely to 
become neurotic, psychotic, or delinquent as adults, and he 
makes the point that “mother-love in infancy and childhood 
is as important for mental health as are vitamins and pro- 
teins [8].” 

We have given this stre 
ber of reasons, In the first place, 
likely to be aware of the physiological needs and the need 
for safety, we are less conscious Or aware of the need for 
love. Secondly, because we are less aware of the need for 
love, we tend to overlook its importance. Thirdly, teachers 
are continually having to work with children whose problem 


behavior is related to at least a partial stifling of the need for 


love. And, fourthly, accepting the existence of a need for 
t the other needs 


love may help us to recognize and to accep 
(self-esteem, self-actualization ) which are likewise of a less 


tangible nature. 


ss to the need for love for a num- 
although most of us are 


HIGHER LEVEL NEEDS 
The need for self-esteem is largely centered around the 
group—the family at first, then the other children and adults 
with whom the child is acquainted. It is through his relations 
with others-that the child learns to earn the respect and ap- 
Preciation of others. Each stage in his development provides 
new opportunities to meet this need, and, at the same time, 
Poses new problems. The child entering school, for example, 
is largely “on his own” when it comes to winning the respect 
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of his peers and acceptance by his teacher. This is a severe 
trial for some children who hitherto have had little need to 
win the good will of others because good will had been 
given to them by their family as a matter of course. Simi- 
larly, as the child progresses in school, his social relation- 
ships become more complex. To win acceptance in the class- 
room does not automatically win acceptance on the playing 
field or within the scout troop. To be popular with the girls 
and boys of one set may make one unpopular with another 
set. Nor is self-esteem something which can be won once and 
for all, for it ebbs and flows, depending upon the circum- 
stances, situations, and the effectiveness of social skills. 
Self-actualization is more than a basic need—it is also a 
limitless goal. It is possible for one to say, at times: “I am— 
for the moment—adequately meeting my needs for biologi- 
cal functioning, safety, love, and self-esteem, I am doing as 
much as can be done.” But one can never say: “I have 
reached the limit of self-fulfillment.” This is a goal which is 


n when one reaches the limits of 


, there are always new and unat- 
nd experience, 


one’s talents in one field 
tained reaches of talent a: 


PROBLEMS POSED BY THE NEED FOR 
SELF-ACTUALIZATION 


Children and adolescents present special problems with re- 
gard to the need for self- 
to determine what are a 


library, particularly when they are alread 
subject and are acquainted with libra 
competencies as adults s 
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our evaluation of the competencies of children. Children 
feel this much more than we do. They are keenly aware of 
the gulf which separates them from adults. Sometimes they 
take their cue from adults who are sarcastic and critical and 
decide that there is no use trying. They think: “Maybe it 
takes an adult to find something in the library.” Sometimes 
they react with suspicion to the attempts of adults to en- 
courage them. At such times they might say or feel: “Other 
fourth-graders don’t look up things in the library on their 
own. Maybe she’s telling us to do it just because that’s her 
job. If we try and fail, the other kids will make fun of us. 
Maybe she wants us to look silly.” 

Ideally, of course, we really want children to live up to 
standards that are appropriate to their level of development. 
But we are all somewhat impatient, adults and children 
alike, to see evidence of progress in learning. The fact is, 
learning is a process of growth; it proceeds slowly and not at 
all evenly, As a result, we are often irritated by the seeming 
unwillingness of children to learn, and they, in turn, are de- 
pressed by their inability to live up to our expectations. This 
Situation is a little better than it used to be. We now have a 
better idea of what we can reasonably expect of children at 
Various ages and we have made some changes in the ele- 
mentary school curriculum as a result. But these changes are 
not universal. nor have we as adults uniformly altered our 
beliefs of what we should expect of children. And, further- 
more, the problem of the child whose performance lags far 
behind the average of the group is still largely unsolved. 


THE PRIMACY OF BASIC NEEDS 
ion of basic needs, it is worth 
t it is difficult for individuals to 


meet needs adequately at the end of the list—needs for self- 
esteem and self-actualization, for example—if needs at the 
head of the list are unmet. This is why the child who is un- 


dernourished is a poor learner. It is too much to expect that 


Returning to the considerat 
noting that Maslow feels tha 
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words and invective are part of everyday talk and they have 
nothing to do with whether a child is loved or not. Very 
often, indeed, they are the expression of warm affection. 
Children in other situations are extremely sensitive, and in- 
terpret even innocent and casual comment as a form of re- 
jection. In other words, if a child sees himself as being re- 
jected, he will experience anxiety, 

This in itself might not be of much importance to teachers, 
if it were not that anxiety is one of the most painful of all 
emotions. It is so painful that we will go to great lengths and 
do all sorts of apparently illogical things in order to avoid 
experiencing it. The threat of anxiety raises the possibility of 
being cut off from others, and the sharpness of its pain is a 
cue to how important others are to us. Anxiety is painful 
because others are so important to us. We cannot live with- 
out others—not so much because we are dependent on them 


for food, shelter, and clothing, but because we are depend- 
ent on them for love, for self-esteem and status—for our 
very selves, Without others, we are nothing, and, as Rollo 
May says, anxiety is to a large extent the fear of being noth- 
ing [10]. 


ANXIETY AND INTERPERSONAL 
RELATIONS 
Anxiety is an emotion 
the relationship betwe 


himself. For ex 
old child may reach out his hand to pic 
forbidden object—and th 
puzzled, confused, and anxi 
the room, hence the question arises: How can this anxiety 
be considered a function of interpersonal relations? 

What has happened here is that the child’ 
conflict with his self-ideal, and his self- 
standards and judgments of his parents 


s behavior is in 
ideal represents the 
. His relationship to 
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his self-ideal resembles his relationship to his parents. Since 
he would be anxious if his parents expressed disapproval, he 
is made anxious by the disapproval “voiced” by his self- 
ideal. Very often, when we are faced by marked differences 
between our self-concepts (what we are doing) and our self- 
ideal (what we ought to be doing), we punish ourselves as 
a way of avoiding or getting rid of the feeling of anxiety. The 
child who handles the ash tray may do this in a direct man- 
ner, by slapping his own hand or scolding himself. The self- 
torture of guilt is another way of reacting to this situation. 
Often the feeling of guilt is not by itself enough to rid us of 
anxiety, and we are forced to take further measures—blam- 
ing others for our predicament, asking for forgiveness, or 
expressing hostility toward others for making us feel anxious 
and guilty, 

Teachers should be aware that reminding students of the 
difference between their self-concepts and their self-ideals 
produces anxiety. Sometimes children need this kind of re- 
minder to aid them in developing or establishing desirable 
behavior. But this device, like other devices and techniques, 
can be overworked. If it is used too often, children may be- 
come used to it, or the teacher may create a state of chronic 
anxiety in his group that will lead to increasing difficulties. 

THE RELATIONSHIP BETWEEN ANXIETY 
AND HOSTILITY 
It should be clear, then, that any behavior that runs counter 
to the standards of society, and particularly the accepted 
Standards of the group, will arouse some anxiety. The ex- 
Pression of hostility is a good case in point. Our middle-class 
Culture does not approve, generally, of the free and open 
expression of hostility regardless of whether this expression 
e through physical or verbal attack. There are some ex- 
ceptions and special conditions, of course, but this is the 
general attitude of our society, particularly as it applies to 
children, On the other hand, the feeling of hostility is a 
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perfectly normal emotion. It is Aane oa z 
being thwarted or frustrated or threatened. si a 
we are somewhat unrealistic if we expect chi ren neve 
fight, swear, steal, or hurt each other's feelings. Part of our 
job as teachers is, of course, to teach them how to express 
feelings of hostility in other ways, how to “work them con 
and how to avoid getting into situations where hostilities wil 
be aroused. If we can do this easily, pleasantly, and firmly, 
well and good. But the difficulty is that we ourselves are so 
anxious about our own hostilities (or hostility in general) 
that we stigmatize as wicked and unpardonable any feeling 
of expression of hostility. As a result, there is a general tend- 
ency to make children feel guilty even about having hostile 
feelings, let alone expressing such feelings through hostile 
words or deeds. Some children come to feel so guilty and 
anxious about their own hostilities that they will not even 
speak up in their own defense when unjustly or mistakenly 
accused by a teacher or a fellow student. For them, it is 
easier to bear censure and punishment for 
not commit than it is to bear the anxiet 
standing up for their rights, 


a crime they did 
y resulting from 


ANXIETY AND INSECURITY 


Another source of anxiety, one that 


relations with others, may be found 
volve frequent ch 
innately conserva 


is indirectly related to 


en father and immoral and irresponsi- 


with which children will cli 
There are usually a variety 
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tions, of course, but one of them is the desire to hold on to 
what security and stability and scraps of love one has. The 
child, in such circumstances, prefers the miserableness of 
his present existence to the unknown factors of a new and 
untried experience. Not all children are made anxious by 
change, of course. Many of the children of migratory work- 
ers, for example, appear to show no evidence of anxiety at 
being constantly on the move. But the child who has come 


to expect some stability and security to his life is upset and 


anxious and insecure when he is faced by a new and (to 
f the children we work 


him) threatening situation. Most o 
with in schools do have such expectations, and, conse- 
quently, we can expect them to develop symptoms of anx- 
iety and insecurity during times of change—on entering 
school, when the family is moving to a new house, when 
there is a new brother or sister, when the family is in the 
process of breaking up, and so forth. 

It is not always easy to see how the anxiety touched off 
by a major change in a child’s life has its roots, as we have 
said, in the relationship between a child and others. For 
example, in what way does moving to a new home constitute 
disturbance in interpersonal relations? 


As we study the child’s experiences at such a time, we are 
struck by the fact that the family is preoccupied and con- 
ms arising from the move. 


cerned with the details and proble: 
the child the love, per- 


hey are momentarily unable to give 
sonal care, and attention that he is used to receiving. Per- 


haps he is old enough to understand why this must be. If so, 
e is less likely to blame the family for ignoring him, but 


this understanding does not necessarily make him feel bet- 


ter. Whenever a family moves, the interpersonal relations 
uite the same in the new 


shift and change. They are never q 
home as they were in the old one. Maybe they are better, 


ut they are not the way they were. Perhaps it takes father 
longer to get to work, so that he must leave home earlier in 
the morning and return later in the afternoon. The room ar- 


72 MOTIVATION: NORMAL NEEDS AND ANXIETY 


rangements are different; everyone sounds and looks differ- 
ent in the new setting. Even the child himself feels different, 
and this is vaguely disturbing. But what is probably the most 
vital factor is the idea that one’s world can change and that 
one can do nothing about it. Perhaps the child thinks, in 
effect: “Maybe nothing is permanent that I used to think 
was permanent. I used to think my mother and father were 
permanent, that they would always be here and always love 


me. If I can lose the old house that I loved, maybe I will 
lose my parents that I love.” 


If this line of thought seems s 


trange or illogical, let us not 
forget that for many children 


ity, a measure that holds good 

children or about adults. 
ANXIETY AND TH 
OF REALITY 

One of the qualities of the e 

tendency or ability to blind u 


E PERCEPTION 


Halfway through one of her 
picks up our baby and she s 


AND = 
ANXIETY 73 


completely forgetting her role as a story-teller, “I guess she’s 

only kidding [11].” 

Another quality that anxiety possesses in common with 
other emotions is its ability or tendency to be transmitted 
easily and quickly from one person to another. Thus, the 
anxieties of the teacher tend to arouse anxieties in the stu- 
dents, and this often happens even when the teacher has 
gone to great effort to keep his anxieties out of sight. 


NORMAL ANXIETY 
Psychologists and other mental-health workers usually think 
of anxiety in terms of something that is to be avoided or re- 
duced, and much psychological literature is concerned with 
this approach. However, because psychologists are usually 
Concerned professionally with the problems of people who 
are the victims of too much anxiety, or neurotic anxiety, it is 
understandable why this viewpoint is so prevalent. Never- 
theless, if we carry the idea of eliminating anxiety to its 
logical conclusion, we would find ourselves saying that no 
cy should ever be rejected or censured, no matter what he 
id. 
e fire—it is both useful and dan- 
amount, the form of expression, 
controlled. The positive or “use- 
Il term “normal anxiety,” to dis- 
ples and distorts, which 


Actually, anxiety is lik 
§erous, depending on the 
and the way in which it is 
ful” form of anxiety we sha 
tinguish it from the anxiety that crip 
we shall call “neurotic anxiety.” 

In the previous chapter, we discussed the controls that 


pce children develop in the third year of life as a result 
of the disa al expressed by their parents at certain kinds 
len ins a J become the core of the 


of behavior. These controls, which 

Self-ideal, are reinforced by anxiety and are a very necessary 

and important mechanism in the child’s personality. When 
violates or runs counter to these controls, he becomes 

anxious and guilty. Thus, observing the standards that have 

been set for him enables him to avoid the experience of 


74 MOTIVATION: NORMAL NEEDS AND ANXIETY 


anxiety. At first the child refrains from doing those things 
which will call forth his parents’ disapproval. Later, as he 
becomes motivated by a need to show 
friendship, his normal anxiety 
their needs and wants. 

The child who grows up without normal 
anxiety at abnormally low levels, is one who is unconcerned 
about the rights and feelings of others, who is either unaware 
or unconcerned about the consequences of his 
a child grows into the adult who exploits others without 
shame, embarrassment, or guilt. Such persons are the psy- 


chopathic personalities who frequently end up in prison. 


Children without anxiety, although not unusual, constitute 


only a small percentage of the school population. Children 
who misbehave or are delinquent are more likely motivated 
by an excess of anxiety rather than by its absence, although 


their behavior frequently resembles that of the child who 
lacks sufficient anxiety. 


Although anxiety can be very painful, it is 
factor in the development of a he 
of the proddings of normal anxiety, we learn to anticipate 
the consequences of our behavior e concerned about the 
future and about the potentialities of the situations in which 


others his love or 
helps him to be sensitive to 


anxiety, or with 


actions. Such 


BEHAVIOR PROBLEMS A 
Although normal anxi on the side of law and 
order, altruism, and ing, teachers wil] find that 
a student’s normal iety i 


ND ANXIETY 


ents’ values are 
alues. Many groups of 
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boys, particularly in junior high school and high school, are 
inclined to ridicule the student who gets good grades. The 
individual student is thus caught in a cross-fire—no matter 
what he does he will incur disapproval. His concern for the 
good opinion of his teachers and parents makes him want 
to cooperate with the school, whereas his concern for the 
good opinion of his agemates leads him to reject the idea 
of cooperation. Most students resolve this problem by ac- 
cepting one standard or the other, deciding that it is better 
to suffer the criticisms of the teachers or one’s schoolmates, 
as the case may be. Others are less able to make a definite 
decision as to which way to tum and, consequently, are 
greatly troubled by this problem. Usually, these are the 
students who are, psychologically speaking, more vulnerable, 
who are more troubled by anxiety than others, and who are 
More inclined to interpret the everyday events of life as dis- 
approval or rejection. As a result, these individuals are 
plagued with a superabundance of anxiety—neurotic anx- 
lety, 


NEUROTIC ANXIETY 
adults and children alike, are troubled 


Virtually all persons, 
neurotic anxiety. When anx- 


to a greater or lesser degree by 
iety, or, for that matter, fear of anxiety, rises to the point 
where we can no longer be objective and completely ra- 
tional, where we do things which are not in our own best 
interests, and where our tensions are SO strong that they 
may even affect our health, we are victims of neurotic anx- 
iety. Perhaps an example will help to demonstrate the effects 
of this troublesome emotion. 

a normal fifth-grader. She did 
as the middle child in a family 
of three, and was fairly well liked by the other children in her 
class. However, after Elvira had been in the grade a few 
months her appearance began to change. She was the first of 
the fifth grade girls to enter the puberty cycle. As is usually 


Elvira was in most respects 
average work for her grade, W 
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the case with children who are becoming adolescents, her in- 
terests began to change. She became more interested in boys 
and began to be seen at the soda fountain with some of the 
members of the eighth-grade basketball team. At the same 
time she tried to maintain relations with her fifth-grade friends 
on the same basis as before. Soon it was apparent that a slight 
feeling of resentment was coloring her relationship with her 
classmates. Some of them started saying that Elvira was “get- 
ting high hat.” Hence, it was no surprise that Elvira was not 
invited to Emily’s birthday party. Emily and Elvira were not 
close friends, but Elvira had been invited during the last two 
years and had invited Emily in return, 
As the date of the birthday party drew closer, it became ap- 

` parent to Elvira that she Was not going to be invited. She be- 
came depressed and withdrew from all classroom activities, At 


home she moped about the house, picked at her food without 
interest, and had difficulty 


came to a head when she r 


» realized that Elvira was 
and asked Elvira to see her 
l times during the following 


ally had a talk with some of the 
more popular girls. Elvira never regained her former status in 


the group, but somehow everyone felt better after Miss Bates 
had talked to them, 


The behavior displayed b 


by her classmates is, of co 
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situation. The victim of stage fright cannot express himself 
as easily and as simply as he can to one or two intimate 
friends, he says things that he does not mean, he forgets im- 
portant points, and so forth. As in the case of Elvira, his 
actions cannot be considered to be in keeping with his best 
Interests. s 

Although neurotic anxiety is commonly produced by a 
fear of not being accepted by others, it does not, ironically 
enough, help us to establish better relations. If anything, it 
works to our disadvantage—it worsens rather than improves 
our relations. This occurs largely because we are so con- 


cerned with our anxiety and with avoiding or reducing the 
sion it produces that we are unable 


The obvious remedy for the feeling 
it is difficult or even 


acute psychological ten 
to act quite rationally. 
of rejection is to become accepted, but 
impossible to defend ourselves against others and get them 
to accept us all at the same time. The two maneuvers are 
mutually incompatible. Thus the child who is desperately 
unhappy because the other members of the class do not like 
him is by very reason of his unhappiness and desperation 
unable to establish the relationships which would lead to 
acceptance. The person who is troubled by anxiety often 
Seems bound to sabotage his own efforts through awkward- 
ness or overeagerness. Because he is unable to establish good 
relations with the group, he feels insecure. The more inse- 
cure he feels, the more others appear to reject him; the more 
Others reject him, the greater his insecurity. And so it goes. 
As the symptom grows, it feeds the very condition that ag- 


Stavates it, 


BEHAVIOR MECHANISMS 
One of the reasons why we are not more conscious of the 
situations and occurrences of our everyday life which are po- 
‘ential producers of anxiety is that we have developed tech- 
Niques of ignoring or misinterpreting them and thus avoid- 


i ; ; 5 : 
ng the anxiety we would experience if we saw them in their 
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true proportions. Furthermore, when our anxiety is peer 
we continue using the same techniques so that we shall no 
its full force. 

g have coined or appropriated a long list of 
terms they use to designate these avoidance techniques or 
methods, called “behavior mechanisms” or “mental mecha- 
nisms” or “mechanisms of defense and escape.” We shall list 
and describe a few of them here. 

It is important to note that these methods of dealing with 
anxiety operate unconsciously, or almost entirely so. In other 
words, when we employ a behavior mechanism, we are not 
only unaware of the anxiety we are avoiding or disguising, 
but we are even unaware that we are using a device to avoid 
it or to disguise it. For example, some persons overeat when 
they are troubled by anxiety. Often, they are not even con- 
scious of eating more than usual, Even when they are con- 
scious of doing so, they are unaware that it has the psycho- 
logical purpose of avoiding or disguising anxiety. This 
quality of unawareness or unconscious motivation is char- 
acteristic of most of our experiences with anxiety. This is 
one of the chief reasons why it is so difficult to change a 
child’s behavior pattern. He is not only unaware why he be- 
haves the way he does, but also he resists any attempts at 


change, even when the attempts are instituted by himself. 
Adults experience much the same 


phenomena when they 

try to stop smoking. 
It should be clear, therefore, th 
or abnormal about the use of bel 
use them, adults and children 


at there is nothing unusual 
havior mechanisms—we all 
alike. As Clara Thompson says, 
- . » Probably no one exists who is so healthy that he can 
make all the compromises necessary for survival without oc- 
casionally resorting to mech 


anisms of escape, or at least tem- 
porary denials of reality [12] 


Rationalization. The practice of giving explanations for 
behavior which is quite reasonable, but which does not re- 
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veal the more basic and fundamental reasons for the be- 
havior is called rationalization. A student does not show up 
for a scheduled appointment with a teacher. When asked 
about it later, he apologizes and says that his watch stopped. 
His watch may have stopped, and he may sincerely believe 
that this is the reason for the missed appointment, but a 
more basic reason may be that he was engaged in an ex- 
citing game of baseball and to have walked out of the game 
to keep an appointment with a teacher might have incurred 
the scorn of his companions. Perhaps an even more basic 
reason is that he values his association with his peers more 
than his responsibilities to adults. If this is the case, it should 
not surprise us because such feelings are very common 
among adolescents and preadolescents. It is important to re- 
member, however, that the student is unaware of the exist- 
ence of the more basic reasons and sincerely believes that 
his stopped watch is responsible for the broken appointment. 
As long as he can believe so, he is protected from the anxiety 


which would result if he admitted to himself that he was 


Somewhat lacking in dependability when it came to appoint- 
himself as a responsible per- 


ments with teachers. He views 

son, and it would be inconsistent with this self-concept for 
him to admit to himself that he is irresponsible in some ways. 
Such an admission would arouse anxiety, which he avoids 
(unconsciously, of course) through his “reasonable” ex- 
planation. 

Repression. The process of unconscious forgetting, termed 
repression, figures very largely in most manifestations of 
neurotic anxiety. The student who accuses others of poor 
Sportsmanship is repressing the memories of the occasions 
when he acted in an unsportsmanlike manner, whereas the 
above-mentioned student who broke the appointment not 
only repressed his memory of the appointment, but also the 
more basic emotional reasons for breaking the appointment. 
Essentially, repression occurs because we are attempting to 
avoid experiencing the anxiety which might result if we re- 
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membered. Psychologists make a sharp distinction between 
repression and suppression. We have no conscious control 
over the process of repression. Suppression, on the other 
hand, consists of the process of consciously putting some- 
thing out of one’s mind. It is repression that causes us the 
most trouble. 

Conformity. Conformity, particularly neurotic conformity 
or overconformity, is another common means of reducing 
or avoiding anxiety. The overconforming person represses 
all thoughts, attitudes, or ideas which may be considered in 
the least bit individualistic or in any way different from 
those of the group he is with because he is afraid that any 
deviation may earn for him the rejection of the group. Some 
persons adopt overconformity as a way of life, never daring 
to have an original thought. Indeed many groups of children, 
as well as of adults and adolescents, exact overconformity as 
a price for membership. For example, many preadolescent 
boys who might be friendly with girls are afraid of doing or 
saying anything which would reveal their true feelings, be- 
cause to do so would arouse the scorn of their contempo- 
raries, who cordially hate girls, Similarly, sorority girls on 
some campuses are subjected to severe censure if they date 
men who are not members of recognized fraternities. The 


more tyrannical the group, the greater the pressure for com- 
plete conformity, 


Daydreaming 
anxieties of ever 


reality begins, 


à = one occasion a child of nursery-school age and I were 
eafing through a magazine when We came upon an advertise- 
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ment for a fire insurance company which depicted a family 
discovering a fire burning in their living room. We happened 
to be in the kitchen at the moment, so she insisted that we in- 
vestigate to see if a fire were burning in our living room. When 
we looked and found that there was not, she seemed reassured, 
but a few minutes later she asked me if the fire were still burn- 
ing. Knowing that she meant the fire in the advertisement, I 
told her that the people had undoubtedly called the fire de- 
partment, who then put it out. “No,” she said, “the fire’s still 
burning.” And she showed me the picture of the burning living 
room to prove her point. Because of her relative inability to 
distinguish fact and fiction, the picture of a fire awakened in 
her some of the anxiety and fear that would have resulted from 
an actual fire. 

The anxieties of adults and children alike are easily 
aroused by situations and events that have no well-defined 
and clear-cut meaning. Adults deal with this anxiety in vari- 
ous ways: they may investigate the puzzling situation and 
find out its meaning; they may ask other adults what it 
means; they may decide that it is similar to other situations 
with which they are already familiar; or they may decide 
that the situation is not important, that it does not concern 
them personally. In the latter case they may not notice it at 
all and thus avoid experiencing the anxiety that would re- 
sult from puzzling over an ambiguous situation. Children, 
on the other hand, do not have the skills for investigation or 
the sources of information possessed by adults and they 
have not yet learned how to be selective in their perceptions 
—that is, they have not learned how to ignore or simply not 
to notice situations that do not affect them personally. On 
the other hand, they do not perceive other situations that are 
vital to their welfare and happiness, situations that they 
Ought to perceive. Let us say that they do not know enough 
to be anxious about the “right” things and are anxious about 
the “wrong” things. (We use the words “right” and “wrong” 
advisedly, because “rightness” and “wrongness in this sense 
are determined by adult society, and there is much evidence 
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that adults, too, are very often anxious about the ong ° 
things and not anxious enough about the “right” ones. Much 
of the task of education lies in helping people to become 
anxious about the things that ought to concern them and 
allaying anxieties about things that are irrelevant and unim- 
portant. ) a ns 

Fantasy is an essential part of a young child’s life. It is his 
way of coping with his fears and anxieties, expressing his 
hopes and wishes, and participating in the world as he sees 
it. As he moves into middle childhood, his everyday behavior 
becomes less and less colored by fantasy, and the fantasy 
that remains becomes less individu 


alistic, more stereotyped, 
and more in keeping with the norms and standards of the 


group. For example, a four-year-old might wriggle around 
the nursery school floor day after day, pretending he is a 
boa constrictor, while the rest of the children play out indi- 
vidual and unrelated fantasies. But a ten-year-old who at- 
tempted such behavior would call for the scorn and ridicule 
of the group. He would not be permitted the free and open 
expression of an individually conceived fantasy, unless it 
happened to fit in with the play of the group. In other words, 
he might be allowed to act the part of a boa constrictor if 
the group were pretending that they were explorers in the 


jungles of the Amazon, but if they were pirates or cowboys 
and Indians, the boa constrictor role would not be appro- 
priate. 


Thus the trend in childhood is for older children not to 
give their fantasies public utterance but to indulge in them 
through daydreams, Virtually all school children do some 
daydreaming and fantasying, but it gets out of control in an 
occasional child, like Jeannette, whose case is described by 
Charlotte Buhler: 


Jeannette was six and in first grade. She was considered 
bright because she talked 


well. Her parents were proud of her 
unusual vocabulary which she 


l acquired very early. She would 
tell weird stories about flowers, animals, and creatures with 
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strange names to whoever would listen. Yet at the same time 
she never talked to a person, nor did she do anything with an- 
other person. The children called her crazy long before the 
grownups became aware of the pathology of her inner life. 
Gradually she became so out of step with everything that hap- 
pened around her that she could not remain in school [13]. 


One of the things that makes Jeannette so peculiar and 
£ J 


marks her as a mentally ill child is her inability to have nor- 


mal relations with other children. This fact, coupled with 
who needs psycho- 


her weird fantasies, indicates @ child 
therapy. 

Projection. Another type of 
measure of irreality is projecti 
where individuals ascribe their 
the acts or statements of others. 

Randall is a boy who is chronic 
plains his difficulties by saying everyone is against him or 
that the other fellow always starts the fight. (Actually, there 
is likely to be a certain amount of truth in what he says be- 
cause once a child has established a reputation for being 
quarrelsome and pugnacious, other children are likely to 
be against him. The more quarrelsome he is, the more other 
children are against him, and the more they are against him, 
the more quarrelsome he becomes). Randall “projects” his 
anxieties in an attempt to handle them by attaching them 
to some person or group, the general idea being that he can 
handle people he can see and talk to easier than he can an 
anxiety that is much less tangible. 

One of the qualities of anxiety is that the anxious indi- 
vidual does not know the real source of his anxiety. Since the 
roots of Randall's anxiety are hidden from view, buried, 
more than likely, in the earliest experiences of his childhood 
and infancy, he has no way of getting at its source. All he 
knows is that he feels uncomfortable, uneasy, and “threat- 
ened.” It is only natural, when one feels threatened, to look 
about one to discover the source of threat, rather than to 


mechanism that involves some 
on. It appears in situations 
own motives or feelings to 


ally quarrelsome. He ex- 
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look into one’s own behavior and experience. Thus Randall 
feels uneasy and insecure because “someone has it in for 
him.” By blaming others and by fighting them, on occasion, 
he feels that he knows what is bothering him and that he is 
doing something about it. As we indicated above, we feel 
uncomfortable whenever we are faced by an ambiguous 
situation, particularly when it is an experience that arouses 
our anxiety. Therefore, Randall actually “feels better” about 
projecting his anxiety because to him it “makes sense.” The 
fact that his methods are both unrealistic and antisocial 
means that they will eventually make more trouble for him 
than if he had faced his problems more directly. He does not 


know how to face his problems, but he does know how to 
blame others and to fight. 


What will happen to R 
his experiences with par 
mates; his personality; a 
will occur in his life. He 
other children arouses m 


andall depends on many factors— 
ents, teachers, siblings, and play- 
nd the combination of events that 


will probably never dis- 
eties, for it is buried too 
reness. With the aid of 
ates, he may grasp enough 
f his current attitudes to serve as 


» Situations, or events. 
Randall does this when he interprets an innocent chance re- 
t an argument, Or, a teacher who 
pted and liked by all the children 
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dicate that some of the students do not like her. Naturally, 
we do not consciously distort, misinterpret, or ignore what 
goes on around us—we do it unconsciously and automati- 
cally, as a way of avoiding or reducing the anxiety that 
would be aroused if we saw things as they are. 

The findings of A. L. Edwards are typical of the results ob- 
tained in many studies of projection and unconscious dis- 
tortion of environmental factors. Edwards found that a 
Neutral speech on a controversial political topic was inter- 
preted as favorable by persons already in favor of the issue 
discussed and as unfavorable by those who had previously 
indicated they were opposed to the proposal [14]. 

Regression. Another mechanism frequently employed as 
a means of coping with anxiety is regression—recourse to 
behavior patterns that are more typical of earlier levels of 
Maturity, For example, an adolescent who is usually able to 
make his own decisions and act for himself may, under stress 
of anxiety, be no more able to think through a problem and 
take proper action than, say, an eight-year-old. At such times 
he"may become more dependent and seek help and direc- 
tion. Regression is commonly associated with other mecha- 
nisms. Most attempts to deal with neurotic anxiety usually 
involve immature behavior of some sort. This is what we 
mean when we say that a grownup who sulks and is petulant 
is “acting like a child’—his behavior is not mature, accord. 
ing to adult standards. We all regress at times; it is difficult 
to act in a mature and adult manner when everything seems 
to be going wrong or when we are under severe emotional 


Stress. Children, too, do not always act in accordance with 


the behavior patterns appropriate to their level of develop- 


ment. 

James L. Hymes feels that childr 
Were deprived of certain needs at e 
Ment; 

Children have purposes. Children need 
every age level. If they do not get them, 


en regress because they 
arlier stages of develop- 


things out of life at 
they come to want 
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them deeply and badly. The children get older but—reasona- 
ble or not, right or not, nice or not—they continue to strive 
for what they once needed and did not get. They must have the 
satisfactions all humans need in order to be free to grow [15]. 


According to this theory, a ten-year-old child who re- 
gresses say, by thumb-sucking, does so because his need for 
sucking was frustrated when he was an infant, perhaps 
through too early weaning. Research findings are inconclu- 
sive with regard to the association of thumb-sucking with 


early weaning. Perhaps a more defensible hypothesis would 
state that individuals under stress of anxiety 


fall back on forms of behavior (such as sucking) that gave 
them satisfaction at earlier stages in their lives. 
Overcompensation, Overcompensation is a device we use 
to bolster up our feelings of adequacy as a way of avoiding 
the anxiety that would be incurred in facing or admitting 
some real or fancied weakness, A common example is that 
of the student who does not do well in the classroom and 
who devotes as much of his time and energy as possible to 
athletics. He may rationalize his behavior by saying that 
fellows who are interested in schoolwork are “sissies,” His 
counterpart is, of course, the student who does not do well at 
athletics or is afraid of the rough and tumble of body contact 
sports and who instead works extra hard at his studies. Both 


are equally unaware of the fact that they are trying to hide 
from themselves some real or fancied weakness or short- 
coming. 


are likely to 


A special form of overco 
to teachers is called 
adults) who employ th 
tudes which are 


h mpulses which 
they fear and which would produce much anxiety if ex- 
pressed. We can see the operation of reaction formation in 


ANX 
XIETY 87 


punitive and severe than adults would be. They are, in ef- 
fect, bolstering their own feelings of righteousness, and at 
the same time denying any antisocial tendencies which they 
might have. They are unconsciously using the severity of 
their punishment to frighten themselves into continued good 
behavior and at the same time reassuring themselves of their 
Correctness. 

Another example of rea 
who takes grave chances with his 
ing, for example. Often this is an 
that he has no fear. His logic wou 

I wonder whether I am really a coward. But if I take 
chances like this, I certainly cannot be considered a coward.” 
That he must take these chances again and again is witness 
to the fact that his method of treating this form of anxiety 
is unsuccessful and essentially irrational. 

Indeed, it is characteristic of most of our attempts to re- 
duce neurotic anxiety that they are chronically unsuccessful. 
i ae exacted by neurotic anxiety is a sort of oo 

ie dyre the victim siiuist pay it again and again. 
; o escape, until the anxiety itself has been faced 
Squarely and eliminated. And this is something the indi- 
Vidual must do for himself; no one can do it for him. It may 
"i crystal clear to all of Sally’s teachers that she is entirely 
OG dependent, that she needs to make some decisions for 
oa Yet Sally will continue to seek advice and reassur- 
aad uae she herself can face the fact that she is old enough 

a competent enough to make some decisions for herself. 
rts not help to tell her that she is too dependent because 
Si ae her and hurts her feelings. oe paa pal = 
who ‘cacti . ji hk pees le be underst: F ; 
Aitan ; a great deal of sympathy @ andmg: 

er all, if others had been through what she had been 

rough. . . , 

Maybe Sally will go through lif 


a i : 
ybe she will meet some teacher or counse 


ction formation is the adolescent 
own life—by reckless driv- 
attempt to assure himself 
ld go somewhat like this: 


e being overdependent. 
lor who is will- 
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ing and able to help her talk out her involved personal prob- 
lem. Maybe she will “snap out of it,” as many do when = 
leave the more or less sheltered environment of high schoo 
and find that they must wrestle unaided with the more tangi- 
ble problems of life. 


LEARNING: ITS RELATIONSHIP TO BASIC 
NEEDS AND TO ANXIETY 


One way of summarizing the rather complex concepts 
which have been presented in this chapter is to relate them 
to the problem of learning. 

What we have tried to say in this chapter is that the feel- 
ings, thoughts, and actions of people stem from two main 
sources: basic needs and anxiety. It is not always possible to 
separate these two sources of 


motivation, nor is it always 
desirable. Yet the differences are important enough to war- 
rant our attention and consideration. 

Learning is a normal process of human growth. In order 
for us to meet our basic needs we must learn about ourselves 
and our physical and social environment. Thus children 
come to school with a great deal of natural motivation to 
learn, motivation which stems from the very process of liv- 
ing, growing, and developing. Perhaps the more pleasurable 
forms of learning fall into this category—the enjoyment at 
developing a new skill, at creatin 
beautiful, and at discove: 

But there is also the ch is prompted by nor- 
mal anxiety. This kind of learning, which is related to de- 
hers, to planning for the 
nsequences of one’s own 


ve up something—to give 


up doing things their way, to give up the idea of always be- 
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ing first, to give up the lion’s share for an equal share. Giving 
is easier for adults than it is for children. Some of us even 
enjoy giving, now and then, particularly if we are teachers 
or parents and have something to give which is valuable and 
which is needed by those who need what we have to give. 
But giving is hard for children. Giving is at the heart of the 
socialization process. Socialization can be taught as a part 
of a program which is fun and it can be presented in a way 
which is less threatening and upsetting than a bald demand 
that the child yield or give up his way of doing things. Yet, 
essentially it is painful. Perhaps if we knew this and kept it 
in mind, we, as adults-in-charge, would be more sympa- 
thetic with the struggles of children to resist this aspect of 
education, 

Because schools often try to socialize children too quickly 
or because some children come emotionally unprepared for 
any kind of learning, or because classes are so big and teach- 
ers are so busy, or because of a variety of other reasons, 
Schools provoke a great deal of neurotic anxiety. Neurotic 
anxiety results in learning, too. But this kind of learning is 
Not usually beneficial either for the child or for the teacher 
Whose job it is to help him. In order to cope with neurotic 
anxiety, children develop patterns of behavior and attitudes 
Which are best described by the following phrases: 


Never mind about learning anything. Just do exactly what 
hing or asking questions, 


the teacher says. Avoid saying anyt 
and you'll keep out of trouble. 
__ The teacher is always agains 
if you can help it. You can get 
ble, but the most effective revenge is not to learn anything. 
Don’t make friends with other children. They'll hurt you if 
ey get a chance. It's better to stay away from them. 
There’s no point in trying. You can never satisfy the teacher 


Or your folks. I just don’t have what it takes. 


lives of some children are dominated by thoughts like 
€se, but for most, such feelings wax and wane, depending 


t you. Never do what she asks, 
back at her by stirring up trou- 
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upon the circumstances. When matters go well, anxieties ojs 
appear, only to reappear in the presence of conflicts, = 
sions, and frustrations. There probably never will be an edu 
cational system which will not produce some ya 
hence part of the learning process should be aimed at he p- 
ing children to face and to deal with problems and ie 
avoid or reduce anxiety, Probably we do not do very wel 
with this phase of learning, Although there is some good 
teaching in this field, most of it occurs in the classes of teach- 
ers who have the freedom, the ability, and the time to do 
something about human relations in their classroom. Only too 


seldom does this kind of education occur as part of a well- 
conceived plan of instruction. 
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EMOTIONAL MATURITY 


WAYS OF LOOKING AT MENTAL HEALTH 


EMOTIONAL maturity is a relatively new concept in psy- 
chology and mental health. It has come into use as an at- 
tempt to get away from the unfortunate implications or con- 
Notations of such terms as “good adjustment” and “nor- 
Mality.” As Fritz Redl and William W. Wattenberg point 
Sug it is possible for a child to be either “well-adjusted” or 
normal” and still be someone who needs the special atten- 
tion of the teacher or even a school psychologist [1]. For 
example, the child who reacts to the everyday give-and-take 
of life in a typical school by withdrawing, keeping to him- 
self h others has developed a mode 


f > and avoiding contact wit : | mo 
ot adjustment. He may even find this adjustment satisfying 


in that he is able to maintain anxiety at a level that is “com- 
fortable” most of the time; yet it is obvious that this is not 
a healthy kind of existence. And there are other modes of 
adjustment which are equally unhealthy. Thus we need a 
erm or a concept which fits our criteria of mental health 
etter than “adjustment.” 
Similarly “normality” covers a num 
“a not meet the criteria of mental health. 
olescents to have conflicting feelings an 


ber of conditions which 
It is “normal” for 
d anxieties about 
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relations with authority and about sexual matters. If we ac- 
cept “normality” as our standard, then we can dismiss the 
troubled adolescent with the statement: “It is normal for 
adolescents to have such problems.” Yet from the standpoint 
of better mental health, these problems should be a matter 
for concern because they produce far more than their share 
of neurotic anxiety both on the part of adolescents as well as 
the adults who have to work with them. 

The concept of emotional maturity does not have these 
shortcomings, although it does have some disadvantages. In 
the first place, it is not a part of our everyday language; 
hence, we may have some difficulty in making ourselves 
understood if we use it without an explanation. In the second 
place, we must remember to use it in reference to stages 0 
maturity that are appropriate to the age of the children con- 
cerned, rather than to some arbitrary standard of maturity 
that is more characteristic of what adults expect of children. 
In the third place, there is no single standard of maturity: 
What is mature behavior for children in one kind of environ- 
ment is not appropriate for children in another setting. By 
way of example, we would expect a five-year-old raised 0? 
a farm to be able to find his way unaided down the lanes and 
paths for perhaps several miles around, whereas most five- 
year-olds in middle-class residential areas would be lost 


ment. But the three-year- 
ustration by crying is not 
ionally mature for his age- 
If the three-year-old eats with his fingers, we are not 
common among children 


, and it normall out b ‘ y 
the time they are 
ready for school. But a nine-year-old, konia up am a 


middle-class family, who habitually eats from his plate with 


y drops 
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his fingers may be considered to be immature in some re- 
spects. It would not be considered emotionally immature for 
a nine-year-old to engage in fist-fights, but an eighteen-year- 
old who uses this method would be considered to be en- 
gaging in behavior inappropriate for his age level, at least 
by middle-class standards. 


EMOTIONAL MATURITY AS A PROCESS 


OF SOCIALIZATION 


Growti in emotional maturity may be considered to 
some degree as stages in socialization. A baby ora small child 
is concerned with others largely as sources of food, help, at- 
tention, and love, for his interests and feelings are self-cen- 
tered. As he grows older, he begins to realize that what af- 
fects others also affects him, and he develops some concern 
for the welfare of persons who are important to him, par- 
ticularly members of the same family. His earliest play is 
self-centered, even when he is with other children, for he 
engages in what we call “parallel play” rather than “partici- 
pating play.” His first attempts at participating in the play 
of others are limited to small groups, usually just another 
child and himself. Later, during the early years in school, he 
develops friendships with a wider circle of children and 
learns to work and play with larger groups- 

At first the emotional ties of group members are relatively 
loose, but they become stronger during the prepubertal 
years. At this time also there tends to be a distaste for the 
company of the opposite sexs particularly among boys. Mem- 
bers of the opposite sex become more attractive to each 
other during the years of adolescenthood, while at the same 
time loyalties to peer groups continue to be strong. As ado- 
lescents grow into adulthood, they participate ima widening 
circle of groups, but in general, this participation is less in- 
tense than it is during the prepubertal and adolescent years. 

We have described these stages of socialization in the 
light of the behavior displayed by most individuals who are 
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in these stages of development, but it is important to jote 
that the changes in behavior are produced by the changes 
in feelings and attitudes which occur during these periods, as 
well as by the social situations in which these individuals 
find themselves. These changes occur partly because we are 
able to expand the scope of our emotional involvement to 
include more persons, and partly because we expect more 
socialized attitudes and behavior of each other. To put it 
somewhat differently, these changes occur because we are 
able to give more of ourselves emotionally and also because 
the group demands that we establish certain controls. By 
way of example, persons in their twenties generally make 


more adequate marriage partners than persons in their mid- 
dle teens because the 


self, F urthermore, th 
self-centered aspects of their behavior 
for their spouses. The higher r 
incidence of unhappy marria 
reflect their general inabilit 
adjustments. However, 


erns of emotional behavior which 
scents or even preadolescents. 


CHARACTERISTICS 


OF EMOTIONAL 
MATURITY 


well as in their relations 
with others. 
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One such change is the increasing awareness of what we 
call “reality.” As we indicated in the last chapter, younger 
children are likely to confuse the world of reality with the 
world of their own fantasies. As they become older, they 
come to recognize more and more what part of their life is 
fantasy and what is reality. For example, a five-year-old 
child may have a phobia about dogs, which means that 
whenever he sees a dog he is seized by a nameless, unrea- 
soning, and unreasonable fear. Such phobias are very com- 
mon at this age. At ten years of age he may still be timid 
about dogs, but he is now experienced enough in the realities 
of life to know that most dogs are not interested in attacking 
him. Whereas at five he was unable even to stay in the same 
room with a dog, at ten he can even play with a dog, even 
though he is somewhat nervous about doing so. 

Another characteristic of emotionally immature persons is 
that there are rather marked differences between their self- 
concepts and their self-ideals. Children differ in this respect, 
of course. Some children’s ideal standards far exceed the 
tange of their abilities, whereas other children possess more 
Modest expectations for themselves and therefore are less 
likely to be plagued by guilt and anxiety at their inability 
to attain unrealistic standards. One of the factors that de- 
termines how realistic children’s attitudes will be is the ex- 
Pectations of the adults who are significant in the life of the 
child. A great many children have a sense of incompleteness 
about themselves and suffer from guilt and anxiety resulting 
tom a pronounced gap between self-concept and self-ideal. 

his situation is likely to occur because of the tendency of 
StOwnups to expect children to live up to adult standards of 
ehavior. To be sure, we have come a long way from the 
cruel days when six-year-olds were expected to sit in 
Crowded classrooms for long hours without moving. Never- 
heless, we have not wholly accepted what we know about 
child behavior and development as part of our pattern of 
Expectations of children. In other words, we know that chil- 
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dren are likely to act like children, rather than like adults, 
but we nevertheless hope and expect that they will behave 
like adults. Inasmuch as children know that the significant 
adults in their lives are displeased with their behavior, their 
anxieties are aroused, with the result that they may behave 
in an even more immature fashion than would otherwise be 
the case. 

As the child grows into adolescenthood and adulthood, 
he becomes more able to behave according to adult stand- 
ards. As this occurs, the difference between his self- 
and his self-ideal usually diminishes and he becor 
anxious and at the same time att: 
adequacy. 


The existence of a large gap between the self-concept and 
the self-ideal means that the individual does not like him- 
self. He is likely to be self-critical and discouraged about 
his ability to do the right thing in the right way. We say that 
he does not “accept” himself, Immature persons are charac- 
terized by a low degree of self-acceptance. It invariably fol- 
lows that individuals who have difficulty in accepting them- 
selves also have difficulty in accepting others [2]. They may 
not be aware of the fact that acceptance of self and accept- 
ance of others are interrelated; yet the fact remains that the 


individual who hates himself is bound to express hostility 
toward others either openly or covertly, 


concept 
mes less 
ains a feeling of greater 


Evan, who is eleven 


year: 
example 


of the relationshi 


A PROCESS OF SOCIALIZATION 99 


him and attempts to help him with his reading, he freezes up 
and refuses to cooperate. “What's the use?” he says at such 
times, “I’m just dumb. You're just wasting your time. You know 
that I'll never be able to read!” 

Mrs. Nissen so far has been unable to talk him out of his 
belief that he is too stupid ever to learn how to read. She 
knows that part of Evan’s difficulty is the result of a home situ- 
ation where he is continually criticized and depreciated. Evan’s 
reaction to this criticism is to agree with it. When his parents 
and siblings tell him that he is stupid, that he cannot do any- 
thing right, he believes this as though it were a proven fact. 

: So far, it is apparent that Evan has deep-seated feelings of 
inferiority, that he does not accept himself. However, the evi- 
dence that his lack of self-acceptance is coupled with an 
equally low degree of acceptance of others is less clear. If Mrs. 
Nissen were a psychologist and had the time and the facilities 
to do extensive diagnostic and therapeutic work with Evan, 
she could produce much evidence to show that he hates others 
as much as he despises himself. However, even in the absence 
of such evidence, her classroom observations reveal some clues. 
The most important is his unwillingness to read, One of the 
reasons Evan cannot read is that by not reading he is able to 
punish the adults in his life who have helped to make him so 
miserable. To be sure, his teachers are far more accepting than 
is his family, but he has been so deeply disturbed by his 
family’s rejection of him that he is unable to make a realistic 
appraisal of the motives of any adult. His resentment and 


hostility, though not apparent on the surface, are so deep and 
So pervasive that it will interfere with the attempts of any 
and kindly, to help him 


teacher, no matter how understanding k elp h 
to read. Naturally, it is unreasonable, irrational, and illogical 
for him to punish a teacher for the offenses of his family, but 


neurotic anxiety often makes us act in unreasonable, irrational, 


and neurotic ways. 


Another clue to Evan’s basic hostility that Mrs. Nissen has 
noticed is the fact that he has no close friends and makes no 
attempt to establish friendly relations with any of his class- 
mates, This symptom, taken by itself, means little, but in con- 


text with the other data she has accumulated on Evan, it seems 
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to indicate that here is a child who is not only unable to accept 
himself, but is unable to accept others. 


EMOTIONAL MATURITY THROUGH 
DEVELOPMENTAL TASKS 


By way of summarizing the foregoing discussion we might 
say that an emotionally mature person is one who is able to 
live in relative harmony with himself and with his social en- 
vironment within the limits imposed by the skills and abili- 
ties appropriate to his age level. People who are unable te 
attain this harmonious relationship because their emotional 
and social development has lagged may be considered emo- 
tionally immature. ; 

The idea that emotionally mature persons are those whose 
competencies have kept in step with their chronological de- 
velopment appears to be related to a concept developed by 
Robert J. Havighurst and his associates at the University 
of Chicago. Havighurst describes growth toward maturity Ze 
the satisfactory accomplishment of “developmental tasks 
— problems that are crucial at various stages of human de- 
velopment and that must be solved more or less successfully 
if an individual is to develop a satisfactory mode of life dur- 
ing the years that follow, Specifically, he describes a devel- 
opmental task as “a task which arises at or about a certain 
period in the life of an individual, successful achievement of 
which leads to his happiness and to success with later tasks, 
while failure leads to unhappiness in the individual, disap- 
proval by society, and difficulty with later tasks [3].” For ex- 
ample, the nine basic tasks that must or should be taken up 
during adolescence are as follows: 

ng Accepting 
Feminine Role, 


Nature of the Task. The goals: to become proud, or at least 
tolerant, of one’s body; 


to accept a socially approved masculine 
or feminine role. 


2. New Relations with Age-M 


One’s Physique and Accepting a Masculine or 


ates of Both Sexes, 
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Nature of the Task. The goal: to learn to look upon girls as 
women, and boys as men; to become an adult among adults; 
to learn to work with others for a common purpose, disregard- 
ing personal feelings; to learn to lead without dominating. 

3. Emotional Independence of Parents and Other Adults. 

Nature of the Task. The goal: to become free from childish 
dependence on parents; to develop affection for parents with- 
out dependence upon them; to develop respect for older adults 
without dependence upon them. 

4. Achieving Assurance of Economic Independence. 

: Nature of the Task. The goal: to feel able to make a living, 
if necessary. This is primarily a task for boys, in our society, 
but it is of increasing importance for girls. 

5. Selecting and Preparing for an Occupation. 

Nature of the Task. The goal: to choose an occupation for 
pouch one has the necessary ability; to prepare for this occupa- 

on. 

6. Developing Intellectual Skills and Concepts Necessary for 
Civic Competence. 

Nature of the Task. The goal: to develop concepts of law, 
government, economics, politics, geography, human nature, 
and social institutions which fit the modern world; to develop 
language skills and reasoning ability necessary for dealing ef- 
fectively with the problems of a modern democracy. 

7. Desiring and Achieving Socially Responsible Behavior. 

Nature of the Task. The goal: to participate as a responsible 
adult in the life of the community, region and nation; to take 
account of the values of society in one’s personal behavior. 

8. Preparing for Marriage and Family Life. 

Nature of the Task. The goal: to develop a positive attitude 
toward family life and having children; and (mainly for girls) 
to get the knowledge necessary for home management and 
child-rearing. 

9. Building Conscious Va 
quate Scientific World-Picture. 

Nature of the Task. The goal: to form 
are possible of realization; to develop a 
realizing these values; to define man’s p. 
World and in relation to other human bein 


lues in Harmony with an Ade- 


a set of values which 
conscious purpose of 
Jace in the physical 
gs; to keep one’s 
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world-picture and one’s values in harmony with each other. 
Definition: a value is an object or state of affairs which is de- 
sired [4]. 


These are the tasks, says Havighurst, in effect, that adoles- 
cents must learn or master if they are to become reasonably 
happy and successful adults. These are the problems that 
will concern a large measure of his time and attention during 
adolescenthood. They must be solved more or less satisfac- 
torily if the individual is to be successful at solving the tasks 
and problems of adulthood. And, conversely, the adolescent 
who has not learned the tasks of preadolescence adequately 
will have difficulty in coping with the tasks-for adolescents 
that we have listed. 

There are, of course, no hard and fast standards for the 
learning and accomplishment of these developmental tasks. 
Some individuals will do better at some than at others. Some 
individuals will delay the completion of certain tasks until 
later years. Still others will never satisfactorily accomplish 
some tasks and will remain immature in those respects all 
their lives. An example of this is the middle-aged man wh? 
still lives with his parents and who has never been able tO 
establish a home of his own. He may be financially inde- 


pendent, but he has been unable to resolve this problem ade- 
quately; his ability to surmount other tasks is impaired, for 
he was not able, during adolescenthood or later, to establish 
“new relations with age-mates of both+sexes,” nor has ne 
done much about “preparing for marriage and family life. 


Another example is that of the man who works at one job 
for a year or two 


a 
: and then goes on to another, whereup? 
ne repeats the same performance. He always starts ea? 
new job with enth 


usiasm, but is “completely fed-up” in a few 
months. After a d 


; ozen years of this, he still has not “fou” 
himself.” In his ca 


se, it is fairly obvious that he has not bee? 
equal to the developmental task of “selecting and preparing 


for an occupation.” But there is probably more to his difficul- 
ties than meet the eye. T 


here is some likelihood that he ha 
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not adequately accomplished the developmental task of “de- 
siring and achieving socially responsible behavior,” or it may 
be possible that he has not achieved “emotional independ- 
ence of parents and other adults,” for one of his problems 
may be his inability to cooperate with persons in authority, 
and this, in turn, would go back to his lack of success as an 
adolescent in dissolving his emotional ties to his parents. It 
may be that he, as well as the middle-aged person who lives 
with his parents, was unable to accomplish these crucial 
tasks of adolescence because of some unusual pressures or 
combination of circumstances. Or it may be that the person- 
alities or self-concepts these two individuals developed as a 
result of childhood experiences rendered them particularly 


vulnerable to even the normal pressures of adolescence. In 


any case, their failure to accomplish these tasks while adoles- 
ause and the result of 


Cents was to a great extent both the c 
their emotional immaturity. 

Using the accomplishment of the 
adolescenthood as a base, Schoeppe: Haggard, and Havig- 
hurst evaluated the maturity of thirty boys and girls as part 
of the Midwest Community Research Project, “an elaborate 
Interdisciplinary research program carried on since 1942 by 
the staff of the Committee on Human Development of the 
University of Chicago for the purpose of investigating char- 
acter and personality development during later childhood 
and adolescence in a typical Midwestern community [5].” As 
Part of their findings, they describe some of the adolescents 
who had high and low rankings according to their criteria. 
Their description of a highly socialized boy and girl follows: 


developmental tasks of 


Herbert Bond has much less need to conform than does Ann 
to grow up in homes 


Harper. Both were fortunate enough 
where they were accepted and where they were made to feel 
they counted as individuals. The family relationships were 
tightly knit, and both were able to see themselves as having 


Secure places in the family. T he fact that this was even more 
So for Herb reappears in his having even more desirable rela- 
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tions with age-mates than Ann does. Interaction of family mem- 
bers is harmonious, with the result that these children learned 
to maintain harmony in other social relations. They have been 
taught the meaning and value of work and internalized the 
need for working. Controls were exercised when necessary, but 
the parents attempted to help the child understand the ration- 
ality of them. The parents were well-adjusted and not unduly 
striving to maintain or change their status in society. Thus, 
since they were acceptant of their own mode of life, the identi- 
fying child likewise accepted his. On this foundation the 
youngsters began school, and because they were well-social- 
ized, the school eagerly accepted them and worked to further 
their socialization. Each new successful accomplishment made 
the next one easier for Ann and Herb [6] 


The description of two poorly socialized adolescents is in 
marked contrast to the above character sketch: 


Both Martha Gates and Ned Foster are narcissistic and 
starved for affection. They exert all their energies toward seek- 
ing the love of which they have been deprived, but they do so 
in very different ways, each the result of the unique combina- 
tion of biological, personality, and social factors. Their lot in 
early life was not good; neither had a sound home base from 
which to operate nor exemplary parents with whom to identify- 

Martha is an example of a child deprived in the physical, 
cultural, and intellectual areas. She has responded psychologi- 


on and strives to make herself invisi- 


actively rejecting, Mrs. Gates in 
particular has shown a desire not to be loend by Martha, 
= a s of interest in her rather than any active antagonism. 
n her school also she has been more ignored than sca egoated. 
Consequently, in the home and i : 


ally little for Martha to fight 
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tion. Since she is not gifted with capacities for coping with her 
environment in a retaliative manner, she has simply succumbed 
—but has not been happy to do this. She is in a perpetual state 
of inner conflict, and thus uses energy that might otherwise be 
put to more constructive ends to cope with it. Her rejection, 
poor family relations, and concept of herself as being worthless 
have made her feel it futile to try to succeed as her peers do. 
She has adopted the fatalistic attitude that it is the world that 
causes her to lose; and since the whole world is against her, it 
is too much to try to remedy her situation. This attitude, cou- 
pled with her very limited abilities, has killed any zest for 
working on the common tasks for one her age. Martha has 
adopted an attitude of resignation and despair. 

Ned Foster, possibly because of his greater intellectual 
ability and keener insight, takes steps to be retaliative to his 
poor lot in life. Moreover, Ned’s mother actively and openly 
rejects him; so he feels a greater need to retaliate and also has 
greater capacities and imagination to devise means, both con- 
Scious and unconscious, to do so. Much of his energy is directed 
compulsively to expressing hostility toward his parents, particu- 
larly his mother, Because he gives vent to his hostile feelings in 
Such negative ways, he continually handicaps himself—he does 
hot win the affection he craves either from her or his age-mates. 
His failure to win affection makes him even more antagonistic, 
and the vicious circle widens. Thus it has been for Ned 
throughout his school history, and his peer relations have be- 
come constantly worse. This, in turn, has made him more bitter 
and negative in his approach to all developmental tasks. In 
fact, he expends his energy aggressively, fighting the world 
by means which are self-defeating; then he paranoically with- 
draws to his only real friends—animals and an older woman to 
whom he is attached—or he seeks solace in reading. Because of 
his superior ability, he achieves comparatively well academi- 
cally in spite of these disturbing forces. h 

Different constellations of factors account for Martha’s and 
Ned's poor achievement on the developmental tasks. However, 
their failures have made them more discouraged and more 
ready to strike out at the world, but each does it in the way 


his uniqueness prompts [7]. 
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When we examine these four cases closely, it is — 
that the success or the ability to accomplish developmenta 
tasks is cumulative—that is, the four young people who 
served as the subjects for these thumbnail case histories ap- 
proached the developmental tasks of adolescence with a his- 
tory of successes or failures that either helped to carry them 
through or helped to defeat them. To a large degree, their 
successes and failures in coping with the developmental 
tasks of adolescence were based on successes and failures ex- 
perienced in infancy and early childhood. The emotional 
maturity of an adolescent is very much related to how well 
he gets along with his peers, but this ability is, in turn, at 
least partly conditioned by earlier relationships with his 
parents. It is this relationship with parents and other signifi- 
cant adults that occupies our attention in the next facet of 
emotional maturity we shall consider. 


THE NEED TO BE INDEPENDENT AND 
SELF-DIRECTING 


THE various stages of emotional maturity m 
viewed as episodes in the individual’s 
independent 


gle, having a 
rotic and an 


ay also be 
struggle to become 
and self-directing. This is actually a dual strug- 
n aspect which is irrational, immature, or neu- 
aspect which is related to the meeting of basic 
needs and the achievement of emotional maturity. Let us 

consider the irrational form of dependency first. 
Sandor Ferenczi, the Hungarian psychoanalyst, says that 
st feelings about his dependent state of exist- 


ence are similar to feelings of omnipotence [8]. From the 
infant’s viewpoint, his needs are 


is hungry, and lo—he is fed, His 


realistic sort of picture 0. 
what actually happens. He is not able to remember that 


sometimes when he wishes to be fed, food is not forthcoming, 
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and that sometimes when he is uncomfortable, nothing oc- 
curs to relieve him. Nor is he aware that when he is hungry or 
uncomfortable, he expresses his feelings through lusty cries. 
As the infant grows and develops, he begins to realize that 
wishing alone does not always bring satisfaction, and that 
sometimes wishes are more effective if supported by cries 
and gestures. He does not abandon the concept of omnipo- 
tence, for he still sees himself as the center of the universe 
around which his entire world revolves.’ Parents appear to 
him as beings who have no choice but to obey him; their 
only reason for existence is to care for him. He cannot grasp 
the situation when his wants are ignored; his paroxysms of 
rage are clues to his inability to accept the fact that his 
wishes cannot always be satisfied. 
When he has developed a large enough vocabulary to 
understand some of the realities of life, the illusion of his 
omnipotence comes into rude and dramatic collision with 
reality, Usually, this occurs during the third year of life and 
contributes to the turbulence of this stage of development. 
If the child is successfully disillusioned, he will begin to 
understand that he is actually weak and relatively helpless 
and that he is dependent almost for his very existence on the 
good will and love of his parents. But the illusion of omipo- 
tence dies hard for most children; the temper tantrums, stub- 
bornness, or sulkiness of some children are clues to their re- 
luctance to accept their weakness and fallibility. 
OMNIPOTENCE AND OVERDEPENDENCY 
adults we cherish the memories of 
aydream about having our prob- 
e could press a button and 


Even as adolescents and 
lost omnipotence. We d 
ems solved for us; we wish w 


The idea that one is the center of the univers? is an idea that persists in 
childhood and is not uncommon with adults. We are continually struck by 


how the world changes and tend to ignore or be unaware of changes in our- 
selves F p pressed this feeling to me by 

“ves. A child of nursery-school age once express i Race 
exclaiming, when she tried on a pair of shoes that had been too large for her 
six months previously: “Look! My shoes are growing into my feet! 
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have some magical power do our household chores or Tio 
the lawn; and we are delighted when some chance occur- 
rence eliminates a problem that we were worried about solv- 
ing. Many of us put much time and effort into amassing 
enough money “so I don’t have to worry,” and we envy the 
rich and powerful who have dozens of servants at their beck 
and call—who have only to wish that something be done, 
and it is done. , 
The state of omnipotence is, of course, the mirror image 
of complete dependency. The infant who feels so “omnipo- 
tent” is entirely dependent on his parents. Even the person 
of wealth and power is similarly dependent on others to 
carry out his wishes. Indeed, the more power an individual 
possesses, the more he is dependent on others, Therefore, 
much of our struggle to become wealthy and powerful and 
to put ourselves in a position where all our wishes .will be 
granted without our making any noticeable effort, 
effect, an attempt to return to the state of our lost o 
tence, to the time when we had no worries. To the ext 
our efforts are motivated by this dream, they are un 
and irrational, for we never can and never will attai 
state of being. An additional neurotic element is in 
by the fact that we seek these goals under the as 
that we are attempting to become independent, 
actually what we are doing is trying to maneuver 
into positions where we can 
Much of this process is set i 


is, in 
mmnipo- 
ent that 
realistic 
n such a 
troduced 
sumption 

whereas 


te of omnipo- 
ency) appears 
a reality, we 


tence and security (actually complete depend 
attractive, for if we could make that dream 
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could at one stroke rid ourselves of the necessity of ever 
feeling anxious again! It is quite understandable, therefore, 
that most of us entertain occasional wistful daydreams about 
this illusion, and that a few of us seem dedicated to a lifelong 
attempt to make the dream a reality. Most of the time, how- 
ever, we are resigned to the necessity of facing our problems 
and coping with our anxieties, both normal and neurotic, as 
best we can, without recourse to a former state of magical 
omnipotence. 


DISPELLING THE MYTH OF 
OMNIPOTENCE 
It is one of the important tasks of childhood to prove the un- 
reality of this dream and to recognize that the normal and 
healthy way of dealing with life is through increased ability 
to think and act for oneself. By the time children are ready 
for school, most of them have a fairly good grasp of reality 
in terms of what they can expect from the world, They are 
ready to make some decisions and take some actions on their 
own behalf in certain areas of life and to give themselves 
Over to adult guidance on other areas. There is usually an 
area of doubt, in which children (and sometimes adults) are 
not quite sure who should take the initiative and direction. 
Furthermore, the area of children’s competence is quite 
variable in that it differs with the general maturity of the 
child, and may differ according to the amount of emotional 
stress to which the child is subjected. Adults also vary in the 
amount of guidance and direction which they supply. 
However, there are a few children who have not come 
through the stage of disillusionment successfully. Usually, 
parents help children to realize and accept the fact that they 
are not omnipotent by exposing them to small but increasing 
“doses of reality.” Some parents seem unable to bring them- 
selves to do this, but instead they help to perpetuate the 
myth by overindulgence, by refusing to set reasonable limits 
to the child’s behavior. Sometimes parents are unable to be 
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firm because they have an exaggerated fear of losing their 
child’s love, sometimes because it is the course of least re- 
sistance, and sometimes because they are reluctant to deny 
the gratification of their own wishes or to set limits to their 
own behavior. For whatever reason, the child who persists in 
the myth of his omnipotence, and who sincerely believes 
himself the center of the universe poses many a problem for 
teachers and other adults who are responsible for him. Some 
of these children are “shocked into reality” by the frustra- 
tions generated by the school. Others persist in their self- 
centered way and continue to be problems to themselves 
and to others throughout their lives. 


NORMAL NEEDS FOR INDEPENDENCE 


What we have discussed thus far is what might be called a 
neurotic or irrational need for independence which is actu- 
ally a mask for exaggerated dependency needs. However, 
there is another kind of need for independence which is 
characteristic of the emotionally healthy child. It is normal 
and natural for children to develop the ability to think and 
act for themselves. The younger they are, the more guidance 
and direction they are likely to need, but as responsibilities 
and opportunities for choice increase, there is a greater need 
for children to make decisions on their own. The right to 
make decisions implies the right to make mistakes and to 
learn from them. Unfortunately, the making of mistakes 
carries the stigma of failure in our middle-class society; 
therefore, we probably do not give children sufficient oppor- 
tunities to do things “on their own,” taking full responsi- 
bility for laying plans and carrying them out—for failures as 
well as successes. Instead, we are inclined to minimize their 
ability for independent action and to provide more direction 
and guidance than is actually needed. If we expect children 
to grow up to be adults who are able to make decisions 
carry them out, as well as to take responsibility for their 
beliefs and actions, we must provide children with o 


and 
own 


ppor- 
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tunities to have experiences of this type. Children do not 
learn how to direct themselves unless they can have ex- 
periences in which they direct themselves. 

When children are faced by situations in which much di- 
rection and control are provided, far more than is required 
either by the situation or by their level of maturity, they are 
likely to react to it by submission, apathy, or rebellion, de- 
pending on their individual approaches to life, the nature 
of the situation, and so forth. In the majority of such situa- 
tions (and they are very common in school) most children 
either submit or are apathetic. The submissive ones are those 
whose anxieties are raised by the teacher’s orders or direc- 
tions, and their way of controlling their anxiety and warding 
off the teacher's disapproval is to obey to the best of their 
ability. The apathetic ones are basically rebellious, but they 
dare not show their hostility openly. Their anxieties would 
be raised if they tried to identify themselves with the teacher 
because they would be running counter to their own self- 
ideals, or, if they defied him openly, they would evoke the 
teacher's disapproval. Therefore, they decide that the safest 
approach is to do as little as possible. The rebellious individ- 
uals cannot compromise by submitting to or identifying with 
the teacher, nor can they compromise with their own self- 
concepts by doing nothing. They feel almost compelled to 


make their protests openly. 


It should be noted that the te emp 
his classes on a self-directive basis also has his difficulties. 


Since most students are used to adults who overdirect and 
overcontrol, they are suspicious of any teacher who attempts 
to change the pattern. Indeed, if such a teacher is unable to 
convince his class of his sincerity or of the reason for assign- 
ments which require self-direction, he will have unusual 
difficulty. On the other hand, if he is successful, he will have 
his greatest success with those who are rebellious or apa- 
thetic primarily because they have been denied opportuni- 
ties for self-direction. Students who are excessively depend- 


acher who attempts to put 
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ent and who are used to submitting to the direction and con- 
trol of the teacher are made confused and anxious when they 
are required to think and act for themselves. 


EDUCATION FOR SELF-DIRECTION 
AND RESPONSIBILITY 


The problem of helping children to take responsibility for 
their own behavior is both complex and difficult. One can- 
not force children to be self-directive because such an ap- 
proach would defeat its own purposes. On the other hand, 
self-direction and responsibility do not come into being 
merely by turning children loose to work out their own prob- 
lems. What is required here is the sensitive, sure hand of 
the artist in human relations, expressing itself through well- 
timed devices and techniques. 


In an analysis of ways to encourage pupil responsibility 
for behavior, Jack G. Rockwell makes the following sugges- 
tions to elementary teachers. Some of his suggestions are 
equally appropriate to secondary teachers: 


1. Do you permit the children to arrange the seating in the 
classroom? If desks or chairs are not movable, Rockwell sug- 
gests that other things in the room be arranged by them to help 
them get the feeling of “our room.” . 

2. Do you plan each day's program (in the light of the 
over-all objectives of the school) each morning with your pu- 
pilsP This may involve a review of the previous day’s activities, 
followed by a carefully guided discussion of what should be 
learned today. Decisions should be made on a careful con- 
sideration of the values involved in various choices and not 

` merely on the basis of children liking or not liking certain ac- 
tivities. 

3. Do you review with your class its activities at the end 
of the day to see how near you came to accomplishing your 
aims? For younger children, who have sh 


orter attention spans, 
this type of evaluation should be held earlier in the day rather 
than at the end. 
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4. Do you plan with your pupils a program that meets their 
needs? Rockwell points out that children need opportunities 
to talk about matters that bother and perplex them. One device 
he suggests is that of having children write unsigned lists of 
things they would like to understand more clearly. 

5. Do you permit pupils to set up their own evaluation 
scales? Sometimes children can do this by keeping charts or 
graphs of their own. 

6. Are the child-set standards of your group high enough? 
In most classes there is a standard of work consciously or un- 
consciously evolved by the children themselves that has a 
greater effect on their performance than the standards set by 
the teacher. Rockwell suggests that it is the responsibility “of 
the teacher to help pupils set standards on a scale that de- 
mands progressively more of each child with each advance- 
ment in his total growth and development. He emphasizes 
that the standards thus evolved must be accepted by children 
as their own, otherwise they will lose their effectiveness. 

7. Do you provide a place of acceptance for each child in 
the classroom? Many discipline problems occur when children 
feel that they are not a part of the group because they are un- 
able to contribute to the group activities. This means that 
group projects must be set up in such a way that the skills of 
all class members can be utilized. 

8. Is your classroom a laboratory for learning that permits 
each child to succeed and at the same time to assume the re- 
sponsibility when he does not? In posing this question, Rock- 
well is making a special plea to give children the opportunity 
to learn from their failures. This is important, because we learn 
to do things the right way by studying our failures. However, 
children cannot learn from failures if they feel that the doors 
to success are closed. They will only keep trying in spite of 
failure as long as they feel that they have a chance to succeed. 

9. Does your classroom have “personality (individuality )P 
Are pupils proud to say that this is their room? 

10. Do you realize the importance of your behavior as a 
teacher in developing self-control in the pupils in your class- 
room? Rockwell is concerned here about how the teacher plays 
his role and what kinds of attitudes toward children he pos- 
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sesses. The relationship that grows up between teacher and 
pupils is the key to the development of responsible behavior 
among school children [9]. 


THE TASK OF THE SCHOOL IN PROMOTING 
EMOTIONAL MATURITY 


Mosr classroom activities in the schools today are con- 
cerned principally with the mastery of subject matter. The 
heavy emphasis on this phase of education is evident when- 
ever we take a close look at the kinds of tests teachers use as 
well as their bases for assigning final marks. Thus, if every- 
day classroom practice may be considered as evidence, we 
can assume that emotional maturity does not have much 
status or acceptance as an educational goal. On the other 
hand, it is very common to find emotional health mentioned 
as an “end goal” in many curricula—sometimes directly 
and sometimes indirectly. “Cooperation,” “good citizenship,” 
and “social ease” are common examples. There are a number 
of reasons why we have this discrepancy between practice 
and ideals—the difficulty of developing teaching techniques 
appropriate to the teaching of mental hygiene, the problem 
of developing ways of measuring or evaluating emotional 
maturity, the conditions and social pressures that force us to 
emphasize subject matter rather than emotional health, to 
name a few. These are problems that will be discussed fur- 
ther in the succeeding pages of this book. 

We should note, in passing, that one of the most crucial 
problems is that of curriculum building. What often happens 
is that a curriculum committee gets to the point of having 
stated the goals or outcomes it expects to result from the 
curriculum they are about to construct. Let us say that good 
citizenship is one of their goals. They may even have been 
able to agree on some examples of good citizenship. Their 
problem now is how to translate these concepts into a se- 
quence of classroom events or situations that will produce 
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the desired result, not only for the teachers on the curricu- 
lum committee, but also for every teacher who uses the cur- 
riculum., Perhaps this is one of the points at which the battle 
for emotional maturity as an outcome of education is lost. 
The units of work that begin to appear on paper as a result 
of the committee’s work do not produce gains in emotional 
maturity when tried out in all classrooms. Perhaps this is 
because no one really knows what curricular materials will 
promote emotional maturity; perhaps it is the teacher and 
his methods, rather than the curriculum, that provide the 
ingredient that makes or breaks mental health in the class- 
room; perhaps the gains that are made in emotional maturity 
depend principally upon the emotional climate that prevails 
in the school. Committees what work on curricula know, or 
at least sense, most of these factors. Furthermore, they want 
their curricula to be accepted by the other teachers in the 
school. If their curricula depart too far from traditional cur- 
ricula, they may not be accepted. Hence there is a strong 
tendency for curriculum committees to “play it safe” and to 
produce curricula that are traditional and conventional, cur- 
ricula that emphasize subject-matter competence.” 

To a large extent, what we have been saying is that 
schools are really more concerned with the measurable and 
more “tangible” results of intellectual growth than they are 
with the more intangible evidences of emotional growth, 
perhaps on the assumption that emotional maturity follows 
as a natural consequence of intellectual attainment.’ How- 


? In general, this analysis holds truer for secondary schools than it does for 
‘ elementary schools, although there are many exceptions on both levels. 
However, the tendency is for the primary grades today to be more con- 
cerned about self-expression, cooperation, and other attributes of emotional 
maturity than is the case with other levels of education. As one goes “up the 
educational ladder,” grade by grade, the more teachers are likely to be con- 
cerned about subject matter and the less they are likely to be concerned 
with mental health or emotional maturity. s 
3I have noticed that many college students believe that persons who have a 
college education have fewer emotional troubles than other people. They 
often defend this belief by saying: “Educated people think more clearly. 
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ever, experience indicates that emotional maturity does not 
come as a result of an increase in intellectual powers, nor can 
we count on the concurrent development of these two phases 
of life. Indeed, it is not unusual for persons of high intellec- 
tual attainment to need psychological help in dealing with 
their emotional problems. Some individuals use their intel- 
lectual attainment as a defense against the development of 
emotional maturity. 

At this point, the question might reasonably be raised: 
“Assuming that teachers, as a group, are not actively con- 
cerned with the development of emotional maturity in chil- 
dren and adolescents, is there any reason why they should 
be?” 

The answer to that question lies in the relationship be- 
tween emotional maturity and learning, as well as in the re- 
sults which the public expects from education. 


EMOTIONAL MATURITY AND LEARNING 


Let us first consider the relationship between emotional ma- 
turity and learning. Although it is possible for some individ- 
uals to develop intellectual abilities of a high caliber and still 
remain emotionally immature to a very great degree, the 
question might also be raised as to whether intellectual at- 
tainment is synonymous with intellectual maturity. The an- 
swer is that although they have much in common, intellec- 
tual maturity presupposes a certain degree of emotional 
maturity. Without emotional maturity there is a lack of a 
balanced approach to the problems of life. Emotions may get 
out of hand to the point of beclouding problems better 
solved intellectually, or, equally as bad, emotions may be re- 
pressed or denied when they most need expression, and the 
individual may seek intellectual (and usually unworkable) 
solutions to his problems because his emotions arouse too 
much anxiety. 

However, the usual fate of the emotionally immature indi- 
vidual is not that his intellectual attainment outraces the 
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other phases of his development, but rather that his intellec- 
tual attainment lags. The person who is emotionally imma- 
ture is less likely to be prompted by normal anxiety. Hence, 
he is less concerned about others and about his future and 
thus does not possess as much incentive to learn as does the 
person who is affected by these concerns. Furthermore, the 
emotionally immature person is more interested in maintain- 
ing the current state of affairs, emotionally speaking, than he 
is in learning. Learning always involves changes of some 
sort. The very thought of change arouses neurotic anxiety 
in most emotionally immature persons, and this, in turn, 
leads to exaggerated and pronounced forms of the kind of 
defensive, neurotic behavior we discussed in the previous 
chapter. 

It should be noted that when we speak of “the emotionally 
immature person,” we have in mind a rather extreme (but 
not unusual) person, who has more than the usual amount of 
difficulties. Actually, virtually all children (and adults) are 
emotionally immature in some respects, which accounts for 
a good proportion of learning difficulties which all of us ex- 
Perience at times. 

However, since most children are in reasonably good emo- 
tional health most of the time, much of what they do will be 
characterized by growth in the direction of maturity, ma- 
turity in all phases of life—physical, social, intellectual, and 
emotional. Growth toward maturity presupposes that learn- 
ing will take place; there cannot be healthy growth without 
learning, Therefore, children have a normal desire to learn, 
to become more competent intellectually, physically, and 
socially. Emotional competence, in the sense of establish- 
ing controls and establishing new relationships, is not always 
attractive to children, but it must be achieved as the price of 
intellectual and social development. 

Children receive much of their motivation from their 
€agerness to accomplish the developmental tasks which are 
appropriate to their age, and it is their willingness to accept 
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For the most part, these approaches are experimental and 
untried. Perhaps what we need to say to the public is some- 

i ik is: 
as es og AN There is a strong likelihood 
that education can produce the kind of graduate you hope 
for. If you will give us freedom to experiment with the cur- 
riculum and with the training and supervision of teachers 
and will withhold judgment until we have given our ideas a 
fair trial, we may be able to come out with the kind of edu- 
cational product that will satisfy your best expectations. In 
the meantime, we shall guarantee that the qualifications of 
graduates will be no poorer than they are at present.” * 

The chances of an offer like this being made and accepted 
are rather slender because the public (who, after all, con- 
trols education ) is reluctant to permit experimentation either 
in curricula or methodology, and educators (who must main- 
tain the support of the public if they are to keep their jobs 
and preserve the progress that has been made to date) are 
inclined to go along with the public, at least most of the way. 
Nevertheless, the possibility of giving the public what it 
really wants from education and at the same time developing 
a form of education that makes more substantial contribu- 
tions to the emotional maturity of children is an intriguing 
one, one that will serve as the subject for discussion 
bate for many years to come. 

Although school graduates are more likely to fail because 
of deficiencies in emotional health, the most vocal criticisms 
of the school are concerned with sub 
One common complaint is that young people do not write 
and spell accurately; another is that they are ignorant of 
American history. It may be that those employers who make 
such complaints are actually more disturbed by other short- 
comings but complain about such specific matters a 
and knowledge of history because the 1 


and de- 


ject-matter competence. 


s spelling 
atter are easier to dis- 


4 The success of the Eight-Year Study of the Progressive Education Associa- 
tion lends substance to the latter claim [11]. 


THE TASK OF THE SCHOOL 121 


cuss than vaguer and less tangible matters like dependability 
and integrity. Research so far indicates that, in general, 
school children today are more competent than school chil- 
dren were in previous generations [12, 13, 14, 15]. It is also 
very likely that the average high school graduate today 
writes and spells better than the average middle-aged adult." 
Thus the specific complaints that we hear about the prepara- 
tion of students serve the public as a sort of emotional outlet 
for a general, vague complaint that might be phrased: “We 
wish that the graduate of the schools were a better person in 
every way.” 

We in education wish this too, and it is incumbent on us 
to help people to see that: (1) they are really looking for 
greater emotional maturity as well as greater subject-matter 
competence in school graduates; (2) it is possible to develop 
the types of schools that will fill this need; (3) schools pres- 
ently are doing a better job on subject-matter competencies 
than they did previously; (4) the greatest area of potential 
improvement in the schools is in the field of emotional 
health; and (5) since both the public and the educational 
profession have common basic goals, there is a need for mu- 
tual support and collaboration. Both the educational pro- 
fession and the general public are, in the final analysis, inter- 
ested in the education of the whole person rather than in 
training in some specific competency, and this common in- 
terest might form the starting point for closer collaboration. 

Emotional maturity is, then, the psychological cement 
which provides the basis for the more essential and perma- 


nsfield, Superintendent of Schools, Coulee 
number of contests between teams of stu- 
dents from local schools and officers and directors of community organiza- 
tions. The tenth grade beat the P.T.A. 10-12 at a spelling bee, the seventh 
grade beat the Rotary Club 14-13 in a geography quiz, and a high school 
class in social studies beat the American Legion 17-13 in a current affairs 
quiz. Stansfield says, “Contests were all conducted in good-natured rivalry 
and simply reminded adults that schools today do teach fundamentals, even 
though spelling may be called part of language arts and geography and 
history are parts of the social studies program [16]. 


° By way of example, J. W. Stai 
Dam, Washington, reports on a 
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nent kinds of learning. If schools choose to close their eyes to 
this aspect of development, they run the dual risk of using 
forms of motivation that are artificial and time wasting and 
of producing graduates who are unable or unwilling to carry 
their share of the burdens of life. The successful school is the 
one which aids students in becoming emotionally more ma- 
ture and which cues its teachings to the motivation gen- 
erated by the child’s natural desires to become more mature. 
The less successful school is the one which fails to harness 
the energy and motivation resulting from increasing ma- 
turity or, even worse, attempts to block or frustrate the 
child’s attempts to attain greater maturity. 


REFERENCES 


1. F. Redl and W. W. Wattenberg, Mental Hygiene in Teaching. 


New York: Harcourt, Brace, 1951. Chapter 7. 

2. E. T. Sheerer, “An Analysis of the Relationships between Accept- 
ance of and Respect for Self and Acceptance of and Respect for 
Others in Ten Counseling Cases,” Journal of Consulting Psy- 
chology. 13:169-75;1949., 

3. R. J. Havighurst, Developmental Tasks and Education. New York: 
Longmans, Green, 1950. P. 6. 

4. Ibid., Chapter 5, portions reprinted by permission. This material 
is also treated at greater length in: R. J. Havighurst, Human De- 
velopment and Education. New York: Longmans, Green, 1953. 
Chapter 9, “The Adolescent Peer Group.” 

5. A. Schoeppe, E. A. Haggard, and R. J. Havighurst, “Some Factors 
Affecting Sixteen-Year-Olds’ Success in Five Developmental 
Tasks,” Journal of Abnormal and Social Psychology. 48:42-52; 
1953. 

6. Ibid. P. 50. Reprinted by permission. 

. Ibid. Pp. 50-51. Reprinted by permission. 

. S. Ferenczi, “Stages in the Development of the Sense of Reality,” 
in E. Jones, tr., Sex in Psychoanalysis. Boston: Badger, 1916. 
Chapter 8. 

g. J. G. Rockwell, “Pupil Responsibility for Behavior,” The Ele- 

mentary School Journal. 51:266-70;1951. 


on 


SUGGESTED READINGS 123 


10. 


11. 


12. 


13. 


14. 


15. 


16. 


Your Future Is What You Make It, “You and Industry” Series. 
New York: National Association of Manufacturers, 1947. P. 24. 
W. M. Aikin, The Story of the Eight-Year Study. New York: 
Harper, 1942. 

F. H. Finch, “Are High Schools of the Present Day Inferior to 
Those of an Earlier Period?” School Review. 52:84-91; 1944. 
and V. W. Gillenwater, “Reading Achievement Now and 
Then,” Elementary School Journal. 49:446-54;1949. 

L. J. Fish, Examinations Seventy-Five Years Ago and Today. Yon- 
kers: World Book, 1930. 

A. A. Haberly, “How Are We Doing? Modern versus Traditional 
Education,” Curriculum Bulletin No. 82. Eugene: School of Edu- 
cation, University of Oregon, July 15, 1950. 

J. W. Stansfield, “We Fling Down the Gauntlet,” NEA Journal. 
42:204;1958. 


SUGGESTED READINGS 


Association for Supervision and Curriculum Development, Fostering 
Mental Health in Our Schools. Washington: National Education 
Association, 1950. Chapters 6 and 7 deal with developmental tasks. 

R. J. Havighurst, Developmental Tasks and Education. New York: 


Longmans, Green, 1950. 

K, Horney, Neurosis and Human 
An account of the neurotic distu: 
and frustrate growth in the direc’ 


Growth. New York: Norton, 1950. 
rbances of everyday life that thwart 
tion of emotional maturity. 


Hq; Lindgren, The Art of Human Relations. New York: Hermitage, 
1958. Chapter 6, “The Struggle to Attain Emotional Maturity.” 

H. A. Overstreet, The Mature Mind. New York: Norton, 1949. A 
Popular but nonetheless psychologically sound treatment of the 
development of emotional maturity. 

F. Redl and W. W. Wattenberg, Mental Hygiene in Teaching. New 


York: Harcourt, Brace, 


1951. Chapter 7, “Adjustment, Maturity, and 


Normality.” ; 
L. J. Saul, Emotional Maturity. Philadelphia: Lippincott, 1947. A 


review of various aspects of norm: 


al and neurotic behavior from the 


standpoint of the psychiatrist. 


J. Warters, Achieving 
textbook for high school students to 


Maturity. New York: McGraw-Hill, 1949. A 
be used in courses that have 


124 EMOTIONAL MATURITY 


mental hygiene content and emphases. Suggested here largely as an 
example of a well-written book for adolescents about their problems. 


SUGGESTED FILMS 


Overdependency. National Film Board of Canada. Available through 
McGraw-Hill. 

Shyness. National Film Board of Canada. Available through McGraw- 
Hill. i 


5 


BEHAVIOR PROBLEMS 


THE PROBLEM CHILD 


Mosr teachers regard the behavior problems of children 
as an unjust burden which must be borne. Disciplining 
unruly children is not directly related to the mechanics of 
teaching; yet it is something that must be done if the teach- 
ing is to succeed. No one knows how many teachers seek 
other forms of employment or go into early retirement be- 
cause of the nerve-shattering effects of dealing with chil- 
dren whose behavior is disturbing and disruptive, but their 
number must be large. The problem of “what to do with 
children who disturb the class,” or, as it is commonly 
phrased, “What shall we do about discipline?” is one most 
frequently mentioned when teachers are asked what subjects 
they would like to take up at workshops, discussion groups, 
and in-service seminars. It is probably no exaggeration to say 
that the so-called “problem child” is considered by many 
teachers to be the greatest hazard to their own mental health. 
Although this problem is widespread, it is not universal. 
Some schools are more inclined to attract or develop prob- 
lem children than are others, and some teachers appear to 
"ave more difficulty with them than others. Furthermore, 
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there is a tendency for bored and unruly children to be 
more of a problem in classes devoted to academic subjects 
than in classes which are more concerned with creativity 
(like art and music), large-muscle activity (like physical 
education), or vocational training (like home economics and 
manual arts). Even so, even nonacademic classes are at times 
disturbed by children with problem behavior. 

The last two generations have seen some marked changes 
in our attitudes toward problem children. Two generations 
ago, the tendency was to view the child who chronically mis- 
behaved as a “bad child”—one who was inherently and basi- 
cally bad. It was felt that it was necessary to “break his will” 
in much the same way that one might curb a wild horse. 
Punishments of all sorts, physical and otherwise, were used 
in an attempt to bring about the desired change, and school 
and home complemented and supplemented each other both 
as to philosophy and method. The method “worked”—to the 
extent that most children were obedient and submissive, at 
least as long as they were under the direct supervision of 
adults. Nevertheless, there were always some children who 
were not converted to good behavior, and there were other 
children who “behaved,” but who also developed emotional 
problems that interfered with their success and happiness. 


CAUSES OF BEHAVIOR PROBLEMS 


PARENTAL ATTITUDES 


During the 1920's we began to use diagnostic methods in 
our schools to a much greater degree than we had previ- 
ously. One of the things we discovered was that there is a 
relationship between parental attitudes and behavior and 
the attitudes and behavior of children. We found, for exam- 
ple, that parents who are delinquent tend to rear children 
who are delinquent. The research into the rela 


tionship be- 
tween parental attitudes and patterns of beha 


vior and the 
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behavior problems of children continues to produce data 
that confirm these findings. 

One study that gives dramatic emphasis to the importance 
of parental attitudes is the research conducted by J. C. Mark, 
who analyzed the attitudes of the mothers of adult male 
schizophrenics * toward child behavior. Mark discovered that 
certain attitudes found greater acceptance among such 
mothers than among mothers of other, non-psychiatric hos- 
pital patients. A review of these attitudes, some of which are 
listed in Table 5-1, appears to indicate that mothers of this 
group of mental patients favor close supervision, control, and 
restriction of children’s behavior. Furthermore, the warmth 
of their relationship to their children was colored by atti- 
tudes of both excessive devotion and cool detachment [1]. 


ntal disorder or psychosis. Most of the patients 


1 Schi -A 
* Schizophrenia is a severe me’ s ) 
in mental institutions are suffering from some form of schizophrenia. 


S 
TABLE 5-l. ATTITUDES MORE CHARACTERISTIC OF 
MOTHERS OF SCHIZOPHRENIC PATIENTS ( AFTER 


MARK [1]) 

ASSOCIATED WITH 
AND CLOSE SUPER- 
N’S BEHAVIOR 


QUESTIONNAIRE ITEMS 
RESTRICTION, CONTROL, 
VISION OF CHILDRE 
Children should be taken to and from school until the age of eight 
just to make sure that there are no accidents. 
A mother should make it her business to know everything her 


children are thinking. 
If children are quiet for a little while, a mother should immediately 


find out what they are thinking about. 
A child should not plan to enter any occupation his parents do not 
approve of. 
A good mother should shelter her child from life’s little difficulties. 


A mother should never be separated from her child. 
It is better for children to play at home than to visit other children. 


A young child should be protected from hearing about sex. 
A child’s friends usually do more harm than good. 
Children who always obey grow up to be the best adults. 


Too much freedom will make a child wild. 
A watchful mother can keep her child out of all accidents. 
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Children who take part in sex play become sex criminals when 
they grow up. , 

A child should never keep a secret from his parents. 

Children seven years of age are really too young to spend summers 
away from home in a camp. o 

If children are to grow up and get somewhere in life, they must be 
continuously kept after. 

Children should do nothing without the consent of their parents. 


QUESTIONNAIRE ITEMS ASSOCIATED WITH 
EXCESSIVE DEVOTION 


A devoted mother has no time for social life. 

Parents should sacrifice everything for their children. 

When the father punishes a child for no good reason, the mother 
should take the child’s side. 

A good way to get children to obey is by giving them presents or 
promising them treats. 

Parents ought to close their eyes to their children’s faults. 

One reason that it is sad to see children grow up is because they 
need you more when they are babies. 

A mother should shower her child with praise at all times. 


QUESTIONNAIRE ITEMS ASSOCIATED WITH 
DETACHED COOLNESS OR REJECTION 


Children should not annoy parents with their unimportant prob- 
lems. 


Playing too much with a child will spoil him. 

A mother has to suffer much and say little. 

Too much affection will make a child a “softie.” 
Spanking a child does more good than harm. 

There is little thanks or pleasure in raising children. 


It is not the duty of the parent to teach the child about sex. 
Some children are just naturally bad. 


Mothers should have vacations away from their children, 

Children need some of the natural meanness taken out of them. 

A child will develop a better character if he works after school 
instead of playing. 

A child should be weaned away from the bottle or breast as soon 
as possible. 

Children should always be punished for being bad. 


es 

The fact that Table 5-1 contains so many ideas that are 
commonly heard on the lips of parents indicates that there is 
much more to rearing one’s child to be a schizophrenic, so to 
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speak, than merely voicing certain specific attitudes. Items 
in Table 5-1 thus indicate that mothers of schizophrenics 
differ from other mothers more in degree rather than in kind. 
Nevertheless, Mark’s study does raise some interesting ques- 
tions that are worth further discussion and exploration. 

Another piece of research that shows the relation of pa- 
rental attitudes and home background to children’s behavior 
in later life may be found in the report made to the governor 
of New York on the background of 102 sex offenders in Sing 
Sing Prison. A portion of this report is as follows: 


Almost all these 102 men had histories of unusually un- 
favorable childhoods with severe emotional deprivation. Psy- 
chiatric and psychological studies disclosed that basically they 
all felt they had suffered from neglect or rejection. Their par- 
ents, or whoever brought them up, were usually dominating, 
often brutal or often over-indulgent. . . . A child who has a 
prolonged continuation of a severely unhappy emotional ex- 
perience, or who has never acquired a feeling of independence, 
becomes fearful and insecure. These reactions are often the 
basis upon which abnormal and delinquent behavior is devel- 
oped [2]. 
inquency and emotional dep- 


The relationship between del 
John Bowlby, who states that 


tivation is further confirmed by 
he finds two factors that are especially common in the his- 
tory of persistent delinquents and that differentiate them 
from children suffering from other forms of emotional and 
Social maladjustment. The first factor is the prolonged sepa- 
ration of the child from his mother (or his established foster 
mother) during his first five years. The second factor is the 
child’s being more or less unwanted by parents who are 
themselves emotionally unstable and whose attitudes to their 
children are hostile, critical, and punishing. Bowlby attrib- 
utes these unfavorable parental attitudes to the parents’ 
Own unhappy childhood, an experience that has made them 
resentful and hostile toward others. Unfortunately, says 
Bowlby, the parents of delinquents are usually unaware of 
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the way in which their hostile attitudes affect their treatment 
of their own children, and the abuse and criticism that so- 
ciety heaps on the heads of these parents is thus not only 
unprofitable, but worsens their attitudes. What both parents 
and children need is skilled help and understanding [3]. 

Edna Brower speaks from her experience as a visiting 
teacher when she says: 


The rejection of a child in the home leads to poor adjustment 
at school, with its kindred problems—unsatisfactory work, 
quarrels with other children on the playground, noise and con- 
fusion in the classroom, no regard for authority, apparent sus- 
picion of everyone, resentment toward life in general. The 
child finds reading and the other tool subjects very dificult to 
master. He is not a success at home or at school; in his own 
mind at least, he is a failure and he must live accordingly [4]. 


We have given this much space to the discussion of the 
effect parental attitudes and home have on the personality 
and the behavior of children not because we want teachers 
to become unduly alarmed at the dangerous potentials that 
appear to lurk in the background of children’s lives, so to 
speak, but to emphasize the importance of these factors and 
forces in the personality development of children. In at- 
tempting to understand the motivation of children, it is es- 
sential to have some idea of parental attitudes and the psy- 
chological atmosphere of the home. The studies we have 
cited show how crucial these matters are. On the other hand, 
we should not place the blame for the misbehavior of chil- 
dren squarely on parents. As we learn more about the rela- 
tionship of parents to the behavior problems of children, we 
are also coming to realize that parents, as well as children, 
are ofttimes the helpless pawns of the environment and cul- 
ture in which they find themselves. We are also beginning 
to see that the school itself may aggravate or worsen the be- 
havior difficulties of children. 
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AMBIVALENCE ABOUT AUTOCRATIC 
METHODS 


Another factor that must be considered in studying behavior 
problems is our changing attitude toward the use of auto- 
cratic or authoritarian methods in dealing with children. In 
an analysis of why this is “the age anxiety,” Rudolph Drei- 
kurs points out that we are living in a period in which there 
is a slow turning away from autocratic to democratic meth- 
ods. In a situation characterized by the autocratic approach 
the relationship is always between persons of unequal rights, 
whereas in a democratic situation individuals have equal 
tights, regardless of whether they are adults or children. One 
of the ways in which the trend toward democratic relation- 
ships expresses itself is in the lessening emphasis on methods 
that involve force, coercion, reward, and punishment and in 
an increasing emphasis on permissiveness, respect, and love. 
Dreikurs says that we have not fully turned away from 
autocratic or authoritarian modes nor have we completely 
accepted the democratic approach. Much of the anxiety we 
experience at the present moment in history comes about be- 
cause we are inclined to talk democracy but to use auto- 
cratic methods, although we do not apply the latter as dras- 
tically as we did, say, fifty years ago [5]. One might say that 
Our anxiety is the natural result of too large a gap between 
Our self-concept (what we see ourselves doing) and our self- 
ideal (what we should be doing). 
Our conflicting attitudes with respect to the best methods 
for dealing with children are thus the producers of anxiety 
and feelings of guilt. No matter how we deal with a problem 
Situation, we are likely to wonder whether we handled it cor- 
rectly . Children sense our feelings of insecurity and indeci- 
Sion. Sometimes they take advantage of us because they 
realize that we are vulnerable and they see the opportunity 
to get revenge for real or fancied wrongs. At other times, 
Owever, they misbehave because they, too, are made anx- 
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ious by our indecisiveness. An obvious solution would be to 
rid ourselves of indecisiveness, anxieties, and feelings of guilt 
at one stroke by accepting either an autocratic or a com- 
pletely permissive approach to problems of discipline. But 
this is a case where the obvious solution is not necessarily 
the best solution, inasmuch as a strict adherence to either ap- 
proach is likely to create even greater difficulties. 


UNWILLING STUDENTS 


There is an additional reason why the teacher of today is 
more likely to have difficulty with problem children than was 
the teacher of fifty years ago. Compulsory attendance laws 
are more strictly applied than formerly, and they encompass 
a greater age span. As a result, there are proportionately 
more children who are in school against their will. Many of 
these children come from families, particularly in lower 
socioeconomic groups, whose general attitude to education 
is unfriendly. Some of these children accept school as a 
necessary evil, and hence their resistance, if any, is largely 
passive. Being forced to go to school leads others to express 
their hostility more openly—through truancy, destructive- 
ness, fighting, or creating disturbances in class, The relation 
of socioeconomic factors to the behavior and attitudes of 
children will be discussed more fully in Chapter 6. 


THE NEED FOR UNDERSTANDING AND 
OBJECTIVITY 


ALTHOUGH the number of students displaying problem 
behavior has increased in the last half century, teachers to- 
day are in a better position to cope with this difficulty. Be- 
cause we have better bases nowadays for understanding chil- 
dren’s behavior, we can also deal with it more effectively. 
Because we can understand it better, we can also be more 
objective. And objectivity can be of great help in dealing 
with children. Children often develop amazing capacities to 
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provoke and irritate both teachers and their fellow class- 
mates, and the teacher who loses his objectivity and strikes 
out in blind and angry retaliation is likely to worsen the 
situation. 

Admittedly, understanding children and maintaining an 
attitude of objectivity are exceedingly complex skills, and 
even the most successful teachers often wish they had more 
of these two abilities. We shall have more to say in later 
chapters about why we find it so difficult to develop under- 
standing and objectivity; hence, for the purpose of the im- 
mediate discussion we shall focus on the causes of problem 
behavior itself. 

Our understanding of problem behavior is usually helped 
if we can get an idea of how the student in question sees him- 
self and his environment, for it is this view that will help 
determine how he will behave. Indeed, it is more likely that 
his concept of his environment will determine his behavior 
than the environment itself. This explains, in part, why two 
children from the same family can behave so differently— 
it is not that the objective facts of their life are so different, 
but rather that their views of it differ. 


. 


DO CHILDREN IN THE SAME FAMILY 
HAVE THE SAME ENVIRONMENT? 


Let us take the case of James and John Valentine, fraternal 
(that is, “unlike”) twins. They attend the ninth grade of a 
suburban junior high school and live in one of the “better 
districts” in town. Neither James nor John is a particularly 
Sood student, although their intelligence, as measured by 


t S IER iy a 
ests, is “high average. 


James is a quiet boy, who never gets into trouble. He is 
Neither liked nor disliked by other students—he is tolerated. 
€ prefers to keep to himself, although he will participate in 
Stoup activity with other students when invited. He appears to 
try hard at his school work, but he does not seem to know how 
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to take hold and organize his work. He is getting average 
grades in English and social studies, is failing in algebra and 
general science, but is getting good grades in music and typ- 
ing. James’ counselor says that she has tried to talk to him a 
number of times about his work, but without success. He gives 
noncommittal replies to all her questions and seems very re- 
luctant to discuss the reasons for his difficulties. 

John is always in some kind of trouble. It is never anything 
serious—using disrespectful language to a teacher, smoking in 
the lavatory, cutting an occasional class, playing rough prac- 
tical jokes. He has a wide circle of friends of both sexes. He 
works at his school assignments sporadically and most of. the 
time appears not to be interested. He does well enough to get 
passing grades in his final examinations, and so far has not re- 
ceived a failing grade, although he has come close in some 
subjects. His counselor saw him briefly at the start of the se- 
mester, when she helped him make out his program, but: has 
not seen him since, although she strongly urged him to see her 
from time to time during his study period or after school. 
Doubtless John will be seen by someone very shortly, because 
there have been increasing complaints about his disruptive be- 
havior in class. His teachers say that he is always repentant 
when they speak to him about his behavior outside of class, 
but that no improvement results from such conferences. 

James and John differ from each other in many respects. 
They both present problems to the school, but of the two, 
John’s behavior is more of a threat to the everyday operations 
of the school. Furthermore, John’s activities have a negative 
effect on the morale of his teachers in that they are distracted 
from their main job of teaching. They report that classes are 
difficult to control when John is in them because he always has 
a circle of admirers who are inclined to cooperate with him in 
his pranks and to aid and abet him in his defiance of authority. 


The usual and direct ways of dealing with problems do not 
seem to work with James and John. They do not respond to 
appeals, reprimands, low grades, and so forth. It is evident 
that something else must be done if they are to benefit from 
school. Whatever that “something” is, it will have a better 
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chance to be effective if it is based on an understanding of 
the factors which underlie their problems. 

We have said that children behave differently partly be- 
cause the concepts of themselves and their environment 
were different. Let us look further into the background of 
the Valentine twins to see what conditions and factors may 


be related to their present behavior. 


Mr. Valentine, the father of the twins, came to this country 
from Central Europe with his parents when he was four years 
old. He left school when he was twelve and went to work as a 
delivery boy in a grocery store. By the time he was twenty-one 
he owned the store, When he was thirty-five, he was the presi- 
dent and general manager of a chain of supermarkets. 

Mr. Valentine prides himself on his ability to speak English 
without a trace of accent. He is a member of the local Chamber 
of Commerce, has held important positions in service organi- 
zations, and has been active in politics. Mrs. Valentine was 
born in the same region as her husband and has lived here the 
same number of years. She is reluctant to turn her back on the 
Old World and to embrace the new way of life as her husband 
has done. She speaks English with a heavy accent and does 
not mingle readily with her neighbors. Her best friends are the 
People she grew up with and who still live, as she once did, in 
the poorer section of a neighboring city. 

During the first dozen years of their marriage, the Valentines 
quarreled frequently. Mr. Valentine did not like to see his wife 
Maintaining relationships with her old friends: he wanted her 
to participate more in the social life which is a part of being a 
Successful businessman. Mrs. Valentine resented the continual 
Pressure to change her ways. She was happier with things as 
they were and could not understand her husband’s changing 
behavior. He no longer attended church as regularly as he did 
when they were first married, he was away from home most of 
the time, and he used family funds in ways which appeared 
extravagant to her. Most of all she did not like his new friends, 
and when he brought them into the home, she would not join 
in their conversation, but would remain in the background. 

In recent years the Valentines have quarreled less often. Mr. 
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Valentine goes his way and Mrs. Valentine goes hers. The oc- 
casional family gatherings are marked with coolness. Only the 
least controversial topics are discussed. 

James had been closer to his mother. She is inclined to 
“baby” and overprotect him, taking his part when disagree- 
ments develop between him and his father or his brother. There 
is little love lost between James and his father. Mr. Valentine 
usually uses a sarcastic tone in speaking to him, and even at 
best his attitude is patronizing. He feels that James’ record at 
school is about what you would expect of a “Mama’s boy.” Mrs. 
Valentine is quite concerned about James’ grades and fre- 
quently urges him to work harder. Sometimes she tries to help 
him with his homework, but her own educational level is too 
low to be of much assistance. However, she continues to be a 
source of comfort and solace to him when he meets with dis- 
appointment and failure at school. 

John’s relations with his mother have never been very friendly 
or affectionate. Indeed, in recent years, quarrels have increased 
in frequency. She accuses him of being disrespectful and insult- 
ing, and he accuses her of never being satisfied with whatever 
he does and of favoring James. His rebelliousness extends even 
into little things. For instance, both John and his brother 
learned their parents’ native language from their mother when 
they were small children. James and his mother hold long con- 
versations in it, but when she uses it in speaking to John, he 
always answers in English. Sometimes, in a burst of exaspera- 
tion, he will say: “Aw, Ma, talk United States!” Mr. Valentine 
will speak only English at home. On the surface there do not 
appear to be any strong ties of affection between John and his 
father; they get into an occasional argument, but there appears 
to be a sort of mutual respect or understanding between them. 
Mr. Valentine would like to see John get better grades at 
school, but he does not make an important point of it. He is 
pleased that John has made so many friends and he encourages 
John’s social activities by being generous with financial assist- 
ance. 

There is little affection between the two boys. Although they 
are of equal height and weight, James is always complaining 
about being “picked on” by John. They used to get into fights 
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almost every day, but they now have separate sleeping quar- 
ters and this seems to have solved this problem by reducing 


their contact with each other. 


This is a picture of a family that is divided against itself. 
The two boys who are growing up in this family live in what 
amounts to different psychological worlds. James’ concept of 
himself is one of someone who needs help, reassurance, and 
love of others. He has a low opinion of his ability. He would 
like to please his mother and his teachers by getting better 
grades, but he feels that he cannot. His father’s biting criti- 
cism only serves to reinforce this opinion. James sees the 
world as a place which poses difficult problems, but he is 
confident that if he waits long enough and struggles along 
as best he can, someone will either help him or will arrange 
that he does not have to solve them. 

John feels confident that he can do anything that he sets 
his mind to. He expects people to like him and he recipro- 
cates by being charming and friendly. However, he resents 
being told what to do and reacts to this by revenging him- 
self on those who issue orders. In some ways, the school ap- 
Pears to him like his mother, and he rebels against the neces- 
Sity of conforming to its requirements. Other things in life 
appear to him as more important than school work, and he 
derides his brother and his mother for taking school so 
Seriously. 

FAMILY PATTERNS AND PROBLEM 

BEHAVIOR 
Tn this anecdotal description of James and John Valentine, 
we have tried to show how family patterns affect children 
and their behavior. The important factors here are the basic 
Conflict between mother and father and the identification of 
each child with one of the parents. The attitudes of the par- 
ents toward their children have had great effect on the shap- 
Mg of their self-concepts and their attitudes toward their 
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environment. There are, of course, an endless variety of fam- 
ily problems that are likely to produce problem behavior in 
children. 

For example, having an alcoholic parent may have a dis- 
ruptive effect, although this does not necessarily follow. But 
the presence of an alcoholic parent assumes crucial im- 
portance when it affects a child’s self-concept. Consider the 
case of a child who loves his alcoholic and shiftless father 
more than he loves his hard-working, sharp-tongued mother. 
He wants to continue liking his father, but since his father 
is so obviously a burden on the family, he is not sure whether 
it is right to love him. When his mother says those cruel 
things to his father, she is probably right. Maybe he ( the 
child) ought to love his mother more because she is right, 
because she is “better” for him. Yet he still loves his father 
more. Perhaps there is something wrong with him, just as 
there is something wrong with his father. With such unre- 
solved tensions preventing him from bringing his self-con- 
cept and self-ideal into focus, as it were, it is understandable 
why such a child might express some of his confusion and 
anxiety at school in the form of behavior problems. 

Family troubles often produce disturbed behavior because 
children have difficulty in adjusting their self-concepts and 
their perceptions of their environment. And, if for any 
reason they become discouraged in their attempts to “make 
sense” out of life, there is trouble ahead of some sort. The 
child who is discouraged about his hopes and possibilities 
for success and happiness in life will adopt some sort of pro- 
tective behavior. He may become aggressive and hostile, 
attacking other children, disturbing classes, talking back to 
teachers, refusing to do assigned tasks, or acting in destruc- 
tive ways. He may become retiring, withdrawing from con- 
tact with others, lacking interest in trying, doing only what 
is required of him. He may become overdependent, con- 
stantly seeking reassurance and help, believing himself un- 
able to perform assigned tasks. These are a few characteris- 
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tic approaches used by children who have become or are 
becoming discouraged. 

; The broken home is blamed for many behavior problems 
in school. Usually, there are accompanying factors which 
Operate together with the loss of a parent to produce dis- 
turbance. A boy lives with his divorced mother. She is a 
demanding, critical woman. He finds that he is happier with 
a gang of boys who live in the neighborhood. They become 
involved in a series of petty crimes. Now, what is the chief 
factor here? Is it the broken home? The demanding mother? 
The gang? It could be argued that if the father had been 
Present, this sequence would not have occurred. The chances 
are that all these factors are important and thus contribute 
to the behavior problem. In an article written primarily for 
lawyers and law-enforcement officers, David Abrahamsen, a 


Psychiatrist, has this to say on the subject: 


There has been much written lately to the effect that chil- 


dren must have more and better recreation if there would be 
less crime. This is all very well, and I am certainly for healthy 
activity for youngsters. But the core of the crime is within the 
atmosphere of the home. If we overlook this fact and go on to 
other things, we are neglecting the real issue and simply miss- 
ing the fundamental one, for all else is superficial. It is within 
the home that patterns are formed, and tough gangs notwith- 
Standing, there would be no need of such gangs if relations at 
ome were sufficient and proper guidance were provided. 
The insidious factor insofar as tough gangs are concerned is 
at if there are many homes which provide no emotional se- 
curity, the boys of the neighborhood will flock together, form a 
gang, and assume a toughness which will act as a shield for 
them. This then may grow to such an extent that other children 
who have a half-way decent situation within the home may 
Join up even reluctantly for fear of otherwise being considered 


[Weaklings] [6]. . . . 
en in most schools come from 


A large number of childr 
ken by divorce, desertion, or 


Omes that have been bro 
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death Most of them do not develop behavior problems 
severe enough to warrant the special attention of the teacher 
or outside experts. However, the child who comes from a 
broken home, or a home that has a chronic problem, like 
alcoholism or marked bitterness between parents, is more in- 
clined to be vulnerable than is the child who comes from a 
more stable environment. In any case, the deciding factors 
are the child’s self-concept, his self-ideal, and his concept of 
his environment. 


CULTURE CONFLICT 


Anotuer fertile source of behavior problems is what so- 
ciologists term “culture conflict.” We see a double example of 
culture conflict in the story of the Valentines. Part of the ten- 
sion in the family results from the reluctance of the mother 
to abandon the ways of the Old World and from the eager- 
ness of the father to become absorbed in the New World. In 
many families of first- and second-generation American 
parents try to rear their children in accordance with old 
World values which are often in sharp conflict with the ways 
of the New. This conflict is further aggravated by the desire 
of children not to appear different from their schoolmates. 
Such tensions often find their way into the classroom. 

Another sort of culture conflict in the Valentine family is 
the change which has taken place in their way of life. Dur- 
ing the last fifteen years they have moved rapidly up the 
socioeconomic scale. The way of life in a suburban com- 
munity is quite different from life in a poorer district in a 
large city. Furthermore, Mr. Valentine is very seldom at 
home because his work and his social activities make so many 
demands on him. This shift in status may not be as important 


2 Paul H. Jacobson, statistician for the Metropolitan Life Insurance Com- 
pany, reports that divorce has in recent years increased more rapidly among 
families with children than among childless couples. Hence, he Believes that 
the number of children affected by divorce will increase [7]. 
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a factor in the problems of the Valentine children as are the 
other conditions we have described, but it does contribute 
to the tensions and conflicts within the family, which in turn 
produce the problem behavior of the two boys. 

The commonest form of culture conflict encountered in 
schools is that which occurs when the needs of children 
from lower-class environments collide with the middle-class 
demands of the school. Behavior standards and values of 
lower-class groups differ considerably from those of the 
middle and upper classes, and this difference accounts, in 
part, for some of the problems teachers (who are largely 
members of the middle class) experience in dealing with 
these children. This is a subject we shall explore more ex- 
tensively and intensively in the next chapter. 


PROBLEMS OF CHILDREN IN A CHANGING 


ENVIRONMENT 

appear to be more sensitive or 
hanges in their environment 
se they have fewer 


Generally speaking, children 
vulnerable to rapid and drastic ¢ 
as compared with adults. This is becau 
Social skills and less valid information that can be used to 
ope with changing situations. Children are less free to deal 
With the problems of life independently and hence must de- 
Pend upon adults for help and emotional support. The sense 
of bewilderment, loss, and general unhappiness that results 
When a family moves from one locality to another (thus 
Separating children from their friends) or when a member of 
the family goes into military service or when a parent is 

lled, hospitalized, or placed in an institution, very often 
Produces problem behavior of some sort. Such crises are dif- 
ficult enough for adults; for children, they are often cata- 
‘trophic. Children who are caught in these circumstances are 
; ely to develop a sense of discouragement that often per- 
Sists over a long period of time, unless something occurs to 
Meviate the situation. 


The tensions, irregularities, and dislocations that accom- 
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pany war and mobilization are often cited as causes of emo- 
tional disturbances in children. Lois Meek Stolz has the fol- 
lowing to say on this score: 


Frustrations can be endless to a little child when war has 
upset his world. Young children need time, much time to do 
things; they need freedom for activity, food when they are 
hungry, sleep when they are sleepy; they cannot wait. They 
need warm, loving parents who have time to talk and listen 
and “watch me do this” and tell a story and “fix this for me.” 
When children do not get these satisfactions, they cry and 


throw things, kick, and bite. They hate and love, but they hate 
most at that moment... . 


The two threats that war can bring to the development of a 
wholesome personality in early childhood are feelings of anxi- 
ety and feelings of aggression. These are emotions that basi- 
cally interfere with relations to people and are the foundations 
for fear and strife in later years [8]. 


On the other hand, M. Ralph Kaufman, a psychiatrist writ- 
ing in Child Study, raises the question of whether the crises 
and tensions of our times are not too easy an explanation of 
the emotional difficulties that people develop. He asks, how 
stable was the environment during the Hundred Years’ War, 
the Black Death, or the Crusades [9]? Of course, Kaufman 
is writing largely about adults, and Stolz is writing about 
preschool children; and this accounts for the apparent con- 
tradiction. Nevertheless, we can make use of both ideas. We 
must be alert and sensitive to behavior problems that stem 
from social dislocation, but, on the other hand, we must avoid 
the trap of explaining all the behavioral difficulties of chil- 
dren as products of a current or recent crises. Some teachers, 
incidentally, tend to project their own crisis-born anxieties, 
in analyzing the behavior of children—that is, a teacher who 
is made anxious and upset by air-raid drills may attribute 
discipline problems in his class to the anxieties aroused by 
the drills, whereas it would be more realistic to say that the 
discipline problems were more the result of the teacher's 
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anxieties than anything else. The point is that our own wor- 
ties not only may interfere with our ability to analyze chil- 
dren’s behavior, but may also aggravate or encourage the de- 
velopment of behavior problems. 


RECOGNIZING PROBLEM BEHAVIOR 


Ir 1s often difficult for teachers to become aware of the 
existence of emotional crises in children’s lives, particularly 
when their attention is occupied with upwards of twenty-five 
or thirty-five children at any given time. Nevertheless, there 
are clues that are likely to be symptoms of emotional diffi- 
culties. There is the child whose work suddenly falls off, or 
the child who has been interested in school work and now 

comes listless and lackadaisical. There is the child whose 
level of accomplishment drops far below the expectancy 
based on his intelligence test scores. And there are the poor 
readers. Experienced teachers, glancing over a class of 
Second-graders have little difficulty in spotting the poor 
readers, They are the wigglers. Barbara Biber and her as- 
SOciates, in their study of thirty-five seven- and eight-year 
olds, found that the poorest readers exhibited the most rest- 
€ss body behavior, changing positions and shifting books 
feaselessly, sitting in strange, uncomfortable-looking pos- 
tures [10]. 
Thanks to the research and the clinical work with poor 
Teaders and with non-readers that has been conducted since 
0, more teachers are coming to see that the emotional 
Problems that are associated with reading retardation far 
outweigh the technical problems of instruction. In other 
Words, teachers are beginning to understand that the prob- 
em of helping a retarded reader is more than merely teach- 
ing him to read. Inasmuch as reading difficulties are likely to 
2e Symptomatic of emotional disturbances, it is not surpris- 
ing that efforts to help them can be more effective when di- 
rected at alleviating their emotional difficulties than at work- 
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ing with their reading problems. Virginia M. Axline reported 
marked improvement in the reading ability of a group of re- 
tarded readers and non-readers as a result of their participa- 
tion in a situation which employed principles of group 
psychotherapy [11]. 

Another symptom of emotional disturbance is the tend- 
ency to have frequent accidents. Vita Krall compared the 
backgrounds of thirty-two children between the ages of three 
and eight, who had three or more accidents (as listed in 
hospital records) during a four-year period, with the back- 
grounds of an equal number of children who had been free 
from accidents. She found that accident repeaters were more 
likely to come from broken homes, to have transferred 
schools more frequently, and to have come to the attention 
of guidance workers more frequently [12]. 

A little earlier we implied that experienced teachers fre- 
quently are better able to spot behavior difficulties than is 
the case of teachers with limited experience. One of the 
reasons why experience is helpful is that the signs indicating 
the existence of a problem are not always obvious. Fritz 
Red] lists some of the “hiding places” for problems: 


If Tom is afraid and wants to hide his problem, he may act 
especially tough, fresh, provocatively independent. 

If May really dislikes her teacher and is afraid it may show, 
she may develop an unnaturally extreme form of submissive- 
ness and politeness toward her. 

If Johnny falls in love with Milly before he is ready to admit 
it even to himself, he may act especially crude and mean to her 
or any other girls in this group. 

If Bob is becoming increasingly afraid of asking even the 
most harmless questions about sex, he may start using vile lan- 
guage. For everybody is so used to considering vile language 
a sign of great sophistication that Bob thinks is the safest 
cover-up for modesty and innocence [13]. 


Naturally, the extent to which a teacher can investigate 
what appears to be the symptom of problem behavior is 
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limited by the amount of time he has available for interviews 
with students and their parents, as well as by his training and 
experience in conducting and interpreting such interviews. 
The task of diagnosis and therapy is largely that of the 
guidance worker and will be discussed in a later chapter; 
what we are concerned with here is the need for teachers 
to be sensitive to marked changes in student behavior, large 
gaps between reasonable expectation and accomplishment, 
and other symptoms of problems that may provide clues to 
situations that are affecting the learning of children. And as 
we indicated earlier, the better the understanding of the 
teacher, the better he can guide the learning that takes place 
in his classroom. 


VARIABILITY IN BEHAVIOR 


We nave been concerned in this chapter, for the most 
Part, with the external pressures that affect a child’s be- 
lavior, particularly those forces that threaten his security, 
arouse anxieties, and lead him to engage in problem be- 
havior of various sorts. However, we should not leave this 
Portion of our discussion without uttering some cautions. 

ne is that not all children react to similar circumstances in 
the same way and they do not always react as adults expect 
them to—they react according to their perceptions of the cir- 
cumstances, By way of an example, a child may be extremely 
upset because a friend has moved away, but may be quite 
unaffected by the death of a brother or sister. Nor are all 
children upset by family crises. However, since children are 
very likely to be affected adversely by the events and cir- 
cumstances we have mentioned in this chapter, it is well for 
teachers to be alert to some of the common causes of be- 
\avior problems. On the other hand, teachers should avoid 
the trap of expecting children to develop problems merely 

cause they come from divorced homes or deprived sur- 


Yı . 
Oundings, and so forth. 
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Nor are all the traditional clues reliable indices of malad- 
justment. When James C. Coleman and Jean Elizabeth Mc- 
Calley investigated the incidence of nail-biting, they found 
that it was commoner than most of us would imagine—25 
percent among school children and 20 percent among naval 
recruits and selectees. As a result of their research, they de- 
cided that nail-biting could not be considered an adequate 
basis for the diagnosis of maladjustment [14]. 

Obstinacy or stubbornness is sometimes seized upon as a 
clue of emotional disturbance. But Katharine M. Banham 
believes that it is a normal reaction in many children and is 
both caused and aggravated by a conflict between the needs 
for dependent conformity and independent initiative. Con- 
flicts of this sort are, for example, very likely to be present in 
adolescents [15]. 

Another caution is that a study of a child’s environment 
provides only a partial explanation of his behavior. Some- 
times it may appear to provide no clues at all. Very often, a 
child’s problem is related to an internal conflict of some sort 
which must be understood before it is possible to see what 
it is in his environment that is bothering him. By way of ex- 
ample, a child may become discouraged, and on that ac- 
count he makes no progress in learning and even develops 
behavior which disrupts the class, all because he cannot seem 
to live up to the demands of his self-ideal. He feels guilty 
and inadequate because he has let himself down. 

If we observe these cautions, we shall be less likely to rely 
on the so-called “easy solutions”—“John will be better be- 
haved if we transfer him out of Miss Murdock’s class into 
Mrs. Kyne’s,” or “Jill will ‘come out of her shell’ if we seat 
her next to Rudolph—he’s so friendly.” To be sure, such 
moves sometimes succeed because we have accidentally pro- 
vided the antidote for a child’s difficulties, but more usually 
the difficulty persists or even worsens because we have not 
understood the nature of the problem. 
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SOCIOECONOMIC FACTORS 
UNDERLYING CHILDREN’S 


BEHAVIOR 


“WALTER,” Miss Endicott said, kindly but firmly, “I asked you 
to see me after school because there is an important matter I 
wanted to discuss with you.” 

“Yes, Miss Endicott,” said Walter, dutifully. 

“Walter,” she continued, “I am very much concerned about 
you. Here you are, ten years old, almost through the third 
grade, and unable to read. I have given you extra help, pro- 
vided special books, and tried to find out what your interests 
are, but without any results, as far as I can see. You did not 
even try to do the reading test I gave you yesterday—all you 
did was to draw airplanes on the margins.” 

“Yes, Miss Endicott.” Walter hung his head. He liked Miss 
Endicott. He was sorry he had disappointed her. 

“I honestly don’t know what to do about you, Walter. I 
talked with Mr. Graham about you this morning. We think that 
children should be promoted to the next grade, but in your 
case, we can’t see what good it would do for you to go on to the 
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fourth grade unless you can read. So we're going to keep you 
here in the third grade at least for a semester to see if we 
can’t make another try at your reading. What do you have to 
say about that, Walter?” 

Walter looked up at Miss Endicott, and his eyes were 
shining. 

‘TIl try, Miss Endicott. I really will. Can I go now, Miss 
Endicott, please?” 

“Yes, Walter, I suppose so. I hope you will try. I hope you 
are not too disappointed at not going on to the fourth grade 
with the other children. . . .” 

Miss Endicott never finished what she had to say, because 
Walter had scurried out of the room while she was in mid- 
Sentence, his departure undoubtedly speeded by cries of 
“Where’s that Walter?” outside the window. Evidently the 
sand-lot baseball crowd was becoming impatient. 

Later, when she talked to Mr. Graham about her conversa- 
tion with Walter she said: : 

“What I can’t understand is how easily he took it. He wasn't 
upset in the slightest. You'd think that he wanted to stay in the 
third grade. Honestly, sometimes I think that I'll never under- 
stand what makes children act as they do.” 


SOCIAL-CLASS MEMBERSHIP AS A FACTOR 
IN MOTIVATION 


Wuar Miss Endicott is saying to Mr. Graham is that 
Walter did not react to the news of being held back in the 
third grade the way other children would have reacted. She 
1S genuinely puzzled by his indifference, or, as she says, by 
nS apparent pleasure. His pleasure is easy to explain: he 
likes Miss Endicott, and staying with her another semester 

olds no terrors for him. But his indifference to being held 


back has a more complex explanation. In essence, anyone 


should be upset if denied the right or privilege of progressing 
yat his group. Education, personal progress, and reading all 
tate high in our system of values, and they rate equally high 
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with most of the children Miss Endicott has in her classes. 
But they do not rate very high with Walter. One of the very 
important reasons for this difference is that Miss Endicott 
and the majority of her pupils are members of the great 
American middle class, the class that values education, prog- 
ress, and ambition. Walter’s father is a tenant farmer. His 
parents both left school when they were in the sixth grade. 
None of Walter's five older brothers or sisters completed the 
ninth grade. The family is not poor—it provides adequately 
for itself—but education does not rank very high on its scale 
of values. Walter’s parents do not object to his going to 
school, but as far as they are concerned, it is a waste of time. 
Other things in life, to them, are more worth while. A boy 
can make more money farming or have more fun fishing than 
he can going to school. 

Basing their analysis on these factors, as well as other data 
they would gather about Walter’s family, sociologists would 
classify them as members of the upper-lower class in their 
community. In doing so, they would be using a system of 
social classification developed by W. Lloyd Warner and 
others [1] which includes the following categories: 

Upper-upper Class:* Persons with high social prestige 
and hereditary wealth, the socially elite, the “400.” 

Lower-upper Class: Persons of wealth, but without the 
prestige of the upper-upper class; business executives and 
proprietors of large corporations; wealthier doctors and 
lawyers. 

Upper-middle Class: Members of the professions; white- 
collar folk in fairly comfortable circumstances; persons 
with some college education. 

Lower-middle Class: White-collar folk; salaried person- 


1A class may be thought of as the largest group of people, in a given com- 
munity whose members have intimate access to each other—that is, who eat 
and drink together, freely visit each other's families, talk intimately in socia 
cliques, intermarry—in short, who enjoy the privileges of social equality with 
each other [2, 3]. 
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nel; some foremen and highly skilled craftsmen; small 
businessmen; persons with high school education. 
Upper-lower Class: Most skilled and semiskilled crafts- 
men; laborers with steady jobs; persons with grade school 
education. 
Lower-lower Class: Most unskilled workers; migrant 
workers; persons of little or no education. 

If Miss Endicott is like most of us, she is unaware that 
there is a class structure in her community, a class structure 
whose value patterns are reflected in the behavior of the 
children in her classroom. As products of a middle-class way 
of life, most of us are unaware of how the values of other 
cultural groups influence their members. Consequently, we 
are continually puzzled and frustrated when certain children 
in our classes do not react or behave as we think they should. 

ur systems of rewards and punishments do not work with 
them; often they are the children who provide us with be- 
Navior problems that seem to defy solution. 

Actually, there are two sets of factors that encourage be- 
avior problems among children who grow up in lower- 
class environments, One set of factors has to do with family 
riction and what might be called “social dislocation. The 
members of lower-class society are more likely to lead lives 
Marked by divorce and separation, insanity, and delinquency. 

ince we have already discussed the effect of these factors 
On the emotional development of children in previous chap- 
ters, we shall not give them intensive scrutiny here. The 
Point is that children from lower-class environments exhibit 
a higher proportion of behavior problems than is true gen- 
erally of middle-class children, partly because they are more 
“ely to experience the negative factors we have men- 
tioned, 

The other set of factors that causes the behavior of these 
children to differ from that of middle-class children is that 

e values that dominate the lower-class way of life are often 
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in direct conflict with middle-class values. Lower-class chil- 
‘dren behave as they do because this is the behavior they 
have learned from their families. For them it is the “right” 
way, the “only” way, just as the way that teachers behave is 
the “right” way and the “only” way according to the stand- 
ards and values of their culture. 


DIFFICULTY OF UNDERSTANDING SOCIAL- 
CLASS PATTERNS OF CONDUCT 


Ir 1s hard for us to discuss objectively and freely mat- 
ters related to social class and social status. For one thing, it 
is difficult to accept the idea that social classes do exist, even 
though the evidence is all around us. Indeed, it is part of our 
middle-class outlook on life to deny the existence of class dif- 
ferences; or to say that if they do exist, they are based on 
money; or to say that if they do exist; they do not really 
matter. One of the reasons we have difficulty in thinking 
objectively about class differences is that we believe that 
people are basically equal. But we have trouble in disas- 
sociating the value of the individual from his behavior. In 
other words, a person who does not behave “properly” Ges 
according to our standards) is not as “good” as a person who 
does behave properly. Thus, we are put in the position of 
saying that some people (i.e., middle-class people) are bet- 
ter than others because they behave properly, and this state- 
ment conflicts with our belief that no one is really any better 
(worth more as an individual) than anyone else. Such con- 
tradictions in our thinking create anxiety, and one of the 
ways we can avoid such anxiety is to avoid recognizing that 
class differences do exist. 

However, we can view the problem more objectively and 
thus make good use of the data that have been gathered for 
us by sociologists and psychologists in understanding chil- 
dren, if we can, temporarily at least, put aside the idea that 
middle-class patterns of behavior are inherently “better” than 
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are other patterns of behavior. For as long as we insist on 
categorizing all behavior that is different as “bad” and people 
who display such behavior as “bad,” we shall cripple and 
severely limit our capacity to understand human behavior. 
Hilda Taba describes the difficulty experienced by one 
teacher in dealing with the children of her first grade located 


in a lower-class neighborhood. 


Her children had had practically no training in doing any- 
as sitting down to an orderly dinner 
table. Hence, forming a story circle and sitting quietly and 
listening was an experience for which they had no precedent. 
When the teacher asked them to sit down they obeyed but 
Soon each got up and went on his merry way. It seemed to the 
teacher that the children fought all the time. But when she ap- 
proached them and told them to stop fighting, they became in- 
sulted. They had not been fighting at all. On closer observation 
it appeared that they communicated a variety of feelings 
through behaviors that looked like fighting. When they wanted 
to say “I like you,” they would shove the object of their affec- 
tions. When they wanted attention, they’d put out their foot 
and trip the fellow whose attention they wanted. Words were 
Scarcely used, and they were shy about expressing themselves 
in words. These were their skills of communication, but all 
these skills represented a deviation from what is usually ex- 
pected in school, and could have been considered a misbe- 
havior by the teacher had she not been led to explore the situ- 


ation and the meaning of it [4]. 


thing in groups, such 


Ina survey of the importance of the concept of social class 
or teachers, Walter I. Murray points up the following impli- 
Cations: 


l. Teachers should understand that our complex American 
Society consists of individuals who are members of different 
Social-class levels, Each of the levels has its particular culture, 
€arning opportunities, and systems of reward and punishment. 

eachers who understand only middle-class behavior are found 
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all too commonly in our schools. They are much concerned 
with maintaining the standards of middle-class culture and 
with securing the “proper” conduct with respect to this culture. 
A typical example is offered by the elementary teacher who, for 
instance, does not understand that some lower-class children 
have seen their parents fight with knives, use vulgar language, 
and indulge in open promiscuity. . . . Middle-class_ children 
are rewarded by their parents for receiving high grades in their 
school work. Often lower-class children show contempt toward 
such accomplishments and exert much effort toward not work- 
ing for high grades. 

2. Teachers should know that there are individuals in each 
of the social-class levels who possess competences necessary 
for technical and civic efficiency. The “intelligence” of individ- 
uals in these groups must be judged in terms of the problem- 
solving opportunities found in the particular social-class envi- 
ronment. The performance of some individuals in classroom 
situations may be unsuccessful because their experiences have 
been either too limited or too different. . . . Greater use of 
the experiences of lower-class children should be made in de- 
veloping powers with higher mental processes. Through the 
use of pupil-teacher planning techniques the teacher can dis- 
cover what experiences lower-class children have had. > 
Children’s games might be studied and devised so as to utilize 
intellectual skills which the child of lower-class culture con” 
siders important to him. . . . 

3. Teachers should assume as their responsibility the pt 
vision of curriculum experiences which have elements in com- 
mon to all social-class groups. . . . These experiences must 
represent a common ground. As such, they will have motiva- 
tional appeal to a larger segment of our public school popula- 
tion [5]. 


Jean Grambs, in a discussion of the cultural group mem 
bership of children, points out the importance of knowing 
and understanding what she calls the “group belonging” of 
children in the classroom. Groups that the teacher shoul 
know about are: racial groups, ethnic groups, religious 
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groups, social-class groups, and occupational groups. She 
suggests that the teacher ask himself: 


Johnny’s parents are second-generation Italian, Catholic, and 
Mr. Rossi works at the Jones Plant as a welder; he is a strong 
union man, In this town, are these kinds of group identifica- 
tions thought of as good? How does Johnny feel about being 
an Italian, Catholic, a child of a father who works in a fac- 


tory [6]? 


The teacher asks himself these questions because he wants 
to understand Johnny better and because he wants to un- 
derstand how Johnny's classmates may regard him. Note that 
the teacher does not ask himself whether he thinks these 
things are “good” about Johnny. But he does want to know 
what the community's attitude is because Johnny’s attitudes 
about himself, his attitudes toward others, and his conse- 
quent behavior will be influenced to some degree by the way 
in which the community evaluates the groups to which 
Johnny belongs. 


The teacher will also ask himself these questions because 


they will help him to understand the value systems under 
which Johnny operates. This may mean that the teacher will 
have to become better acquainted with some of the people 
who constitute the major subcultural groups in the com- 
munity because he should not depend upon stereotyped at- 
titudes, hearsay evidence, prejudice, or gossip for his data. 
me spent in getting to know community groups better is 
Sound professional investment. 


> 
SOCIAL-CLASS DIFFERENCES IN CHILDREN S 


BEHAVIOR AND UPBRINGING 


As tim teacher circulates in the community, gathering 


first-hand data on the value systems of various cultural sub- 


Stoups, he may find confirmation of conclusions reached by 
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sociologists and educators like James H. S. Bossard, Allison 
Davis, and Robert J. Havighurst. 

According to Bossard, the attitudes of upper-class families 
toward their children are characterized by possessive pride 
and hope. Children are expected to carry on the family name 
and to maintain and conserve the family fortune and enter- 
prises. They receive a great deal of care and attention and 
are granted a great measure of equality and freedom at an 
early age. There is much concern about social prestige (the 
reputation of the family), and this increases as children be- 
come older. On the other hand, there is relatively less con- 
cern about the moral aspects of behavior. j 

Attitudes toward children in the lower classes present a 
marked contrast. Bossard states that lower-class parents, 


while not lacking in love and affection for their children, tend 
to regard them as a sort of inevitable price which fate exacts 
for sex relations. This is acceptable up to a certain point, when 
the chief concern comes to center upon their number. With in- 
comes and housing facilities sharply limited, each additional 
child, after a given point is reached and it is reached early in 
the family’s life, takes on elements of a crisis [7]. 


Among lower-class groups there is much less family pride, 
and the family structure is less stable than is the case in the 
upper class. There is more divorce and desertion and many 
more temporary, illegal unions. This results in what Bossard 
calls the “mother-centered” child. In the lower-class family 
the child is reared largely by the mother, even though he 
may be punished chiefly by the father. The tendency is for 
children to go with the mother when the family breaks up, oT 
the mother remarries, or whatever happens. 

Child-rearing among lower classes places its emphasis on 
the child not being a nuisance or an annoyance. Living space 
is crowded and adults have too many problems to be both- 
ered with children’s problems or interests. Great stress is 
placed on obedience and promptness, and conformity is en- 
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forced by physical punishment. Children are expected to de- 
vote their energies to helping the family, through financial 
support, if possible. As a result, lower-class families some- 
times come into conflict with laws requiring compulsory 
school attendance and forbidding child labor. 

The middle-class child, according to Bossard, represents to 
its parents the possibility of fulfillment of hopes. These hopes 
encompass maintaining middle-class status, moving upward 
în status if possible, and avoiding any behavior that would 
be characteristic of lower-class persons. T here is much em- 
phasis on “appearances,” “what people will say” and “how 
things will look,” whereas the emphasis in the upper classes 
is on “what would your Crandmother Wickham say?” As a 
result, the behavioral standards for middle-class children are 
much more rigid and formal than they are for the other two 
classes, 

Attitudes toward education, too, 
In the upper class, the importance 
ìs taken for granted. There is a ten 
Schools, 

The public school is essentially a middle-class institution, 
according to Bossard. Its teachers are largely drawn from the 
middle class, it emphasizes middle-class values, and the 
Persons who control it are mostly middle-class. Middle-class 
Students and teachers speak the same language. Middle-class 
Parents value education highly because it provides the means 
to rise in the world socially, professionally, and economically. 
_ Children from lower-class families find that their progress 
m school is severely impeded. They have to learn new words 
and new grammar with which to express themselves. They 
nS highly critical of the demands that the school makes upon 

em, because they are unable to see any immediate ad- 
Vantage to themselves. Absences due to work, retardation, 
and early drop-out are characteristic of a large number of 
children in this group [8]. 

n a study of intellectua 


differ according to class. 
of education and college 
dency to prefer private 


l and personality factors among 
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children of junior high school age, E. L. Phillips found that 
certain attitudes and beliefs were typical of children in 
various social classes. Lower-class children were likely to 
feel that: it is more fun doing things if a cop is after you; 
boys and girls who stay in school after the age of sixteen are 
probably trying to avoid going to work; schools teach many 
things that just do not work out on the job; and girls and 
women should take a “back seat” to men and boys in most 
things. Middle-class children were more likely to endorse 
these ideas: children who do not do their best in school prob- 
ably would not amount to much when they grow up; chil- 
dren who do not do things the way other children do are not 
popular in school; good citizens should support community 
projects and public activities; and that you can better your- 
self if you have the ambition. Beliefs that were characteristic 
of upper-class children included the following: a person 
should not earn his living by physical labor if he can avoid 
it; everyone should try to make as much money as possible; 
it is important not to be seen reading certain magazines that 
are below one’s social level; and it does not pay to try to mix 
people from different social classes [9]. 

Allison Davis and Robert J. Havighurst conducted a study 
of child-rearing practices among middle-class and lower- 
class white and Negro parents in Chicago that point up a 
number of differences between the classes, some of which are 
reported in Table 6-1. In general, Davis and Havighurst 
found that middle-class families are much stricter than 
lower-class families in the way children are fed, weaned, 
and toilet trained. Middle-class families tend to be less per- 
missive and more inclined to stress responsibility and indi- 
vidual achievement. Differences in child-rearing practices 
were much more marked between the classes than they were 
between whites and Negroes. In view of the important ef- 
fect of childhood training on the personality and behavior 
of children, it appears that the social class into which a child 
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TABLE 6-1. SOME CLASS DIFFERENCES IN CHILD-REAR- 
ING (AFTER DAVIS AND HAVIGHURST [10] ) 
“i FEEDING AND WEANING 
a jpwet-class children are breast-fed only. 
R £ ower-class children are fed at will (according to their own 
We, mand; not on a schedule). 
tae takes place earlier (on the 
children (white only). 


average) among middle-class 


TOILET TRAINING 


Bo ‘ 
wel-and-bladder training is begun earlier (on the average) with 


a middle-class children. 
ore middle-class parents b 
earlier. 


egin bowel training at 6 months or 


FATHER-CHILD RELATIONS 


ime with children. 
ime in educational activities with 


d taking them for walks). 


M adle-class fathers spend more t 
q “i fathers spend more t 
hildren (teaching, reading, ani 


EDUCATIONAL AND OCCUPATIONAL 


Mi EXPECTATIONS 

iddle-class parents expect higher occupational status for children. 
e middle-class children expected to go to college. 

(ING RESPONSIBILITY 

d to help at home earlier. 

d to go downtown alone earlier. 

to help with younger children 
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Mig lass children are expecte 
i oe children are expecte 
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ass children are expected 
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time more frequently. 
at movies alone earlier. 
at night earlier. 


Midd STRICTN 

1 afe . à 

me -class children take naps in day 
t-class boys and girls are allowed 


Mid 
dle-class boys and girls are in the house 


is bor 7 > F 
™ will have greater effect on his personality than the 


color of his skin [10]. 


he personality pattern of a lower-class child is likely to 
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bring him into sharp conflict with the standards and expecta- 
tions of the school. Davis points out that certain kinds of 
behavior which are considered quite normal and natural by 
persons in lower classes meet with the strong disapproval of 
members of the middle class [11]. Examples of such be- 
havior are swearing, fighting, wife-beating, sexual promiscu- 
ity, and stealing. Children from lower-class environments are 
more inclined to settle playground disagreements by violent 
means than are middle-class children. They are more likely 
to use language which would be considered profane or ob- 
scene by middle-class standards. Their parents tend to look 
with disfavor on the efforts of the school to inculcate middle- 
class standards of behavior. As Davis says, many individuals 
from lower classes look with suspicion on children who co- 
operate with teachers; if a lower-class child gets good grades, 
he conceals the fact for fear of giving his comrades the idea 
that the teacher is “playing him for a sucker.” 

There are two significant factors which emerge from this 
picture: (1) the behavior and attitudes of children from 
lower-class environments are markedly different from those 
of middle-class children; and (2) the lower-class child is 
likely to be more hostile to’ schools and what the schools 
represent. 7 

According to Davis, teachers and school administrators do 
not generally grasp the implications of this situation. In- 
stead of changing the curriculum or teaching methods to 
accommodate the differing attitudes and behavior of this 
group of children and thus meet them halfway, so to speak, 
they usually react by increasing the pressure to make them 
conform to existing curricula and the patterns of behavior 
traditionally prescribed for the schools. The more or less 
latent hostile attitudes of children from this social class are 
thus intensified and reinforced. Sometimes they are confuse 
because teachers stress one kind of behavior and parents an- 
other. It is no wonder that most of them become discourage 
and drop out of school as soon as the law allows—sooner, i 
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possible. The high truancy rate in this group also indicates a 
desire to avoid the pressures of school. 

Since a very high proportion of the children in this group 
are chronically discouraged about their chances for success 
and happiness in school, they are likely to develop behavior 
problems—inability or unwillingness to learn; insubordina- 
tion; thievery; assault with sticks, stones, or knives; and so 
forth. Much of this misbehavior is the natural consequence of 
a major conflict between the middle-class modes of the school 
and the attitudes and behavior of children from lower 
Classes, 

In interpreting this and other research he and his as- 
Sociates have conducted into emotional and intellectual pat- 
terns characteristic of middle- and lower-class persons, Alli- 
son Davis has come to the conclusion that the public school 
of today has very little to offer the lower-class child. Chil- 
dren from lower classes are likely to feel discouraged and re- 
Jected by their experiences in school. Much of the language 
and general behavior which is acceptable at home meets with 

isapproval at school. The occasional lower-class child who 
Oes accept the pattern of behavior set for him by the school 
Usually finds that this change in his behavior helps to drive a 
Psychological wedge between him and his family. Bossard 
escribes the reaction of a lower-class father whose son had 
Used the word “preference.” He swore at his son and then 


exclaimed: “Preference, Preference, I'll Preference you. You 


with fancy words. You can’t highhat me as long as I pay the 
Jass homes are so often lack- 


i s [12].” Inasmuch as lower-c 3 F 
& in security, most children are reluctant to jeopardize 
, Xisting emotional bonds with their parents by using the be- 
PEL and the speech which are prescribed by the school at 
Ome, 
Davis’ research convinces him that children from lower- 
Class environments have potentials of intellectual ability that 
are untapped because the curricula and methods used in 
Schools today are not attuned to their needs due to the bias 
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of existing intelligence tests in favor of middle- and upper- 
class children. If we are to provide a real education for the 
children in these groups, says Davis, we need to revise our 
curricula, modify our attitudes toward children from lower 
classes, and construct tests that possess less cultural bias [12]. 


SCHOOL-LEAVERS 


CASUALTIES OF CULTURAL CONFLICT 


One of the results of the conflict between the lower-class cul- 
ture of some students and the middle-class standards of the 
school is the marked tendency for students from lower classes 
to drop out of school as early as possible. 

In his study of the adolescents of a small midwestern town, 
A. B. Hollingshead found that some 70 percent of the chil- 
dren he had identified as being in the two lowest social 
classes left school before they were sixteen, even though the 
law required that they continue till that age [13]. However: 
Hollingshead did not attribute this phenomenon to cultural 
conflict so much as to the differential treatment lower-class 
children received at school. He found evidence to show that 
school authorities tended to administer discipline harshly 
and sometimes unfairly when dealing with lower-class chil- 
dren and were lenient with children from upper-class homes: 
Furthermore, lower-class children were not accepted on an 


equal basis by children from homes higher up the social 
scale. Hollingshead reports: 


The Class V” adolescent’s family background and pres- 
tige are such that he is made to feel unwanted in the class- 
room, on the playground, or in the clubs and extracurricular 
activities that are an integral part of the school situation. This 
same isolating process operates in the churches and youth 
groups. Within the confines of the adolescent world, intangible 
barriers are erected against the Class V boy or girl by boys and 
girls who belong to the acceptable segments of the social struc- 


2 Class V is the lowest of the five classes identified by Hollingshead. 
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ture which channelize the social relations of the Class V young- 
ster to his class equals [14]. 


The picture of the lower-class adolescent barred from 
equal participation in the social activities of the school is con- 
firmed, to some extent, by the research of Harold C. Hand, 
who found, in a survey of Illinois high schools, that children 
from higher income groups tended to participate more fully 
in such activities. Furthermore, the greater the income of the 
family , the greater the importance of the leadership role car- 
tied on by students in extracurricular affairs [15]. 

Differences in social status also appear in the elementary 
grades. Bernice L. Neugarten found that children from up- 
per-class and upper-middle-class homes were rated high by 
all other children in such characteristics as good looks, lik- 
mg for school, leadership, friendship, and other favorable 
Personal traits; lower-class children were ranked low on the 
same scale and were said to be bad looking, dirty, and “peo- 
ple you would not want for friends [16].” 

James West shows how parents of middle- and upper- 
class children in a small town condition their children to ob- 


Ser . 
erve class differences: 


Discriminations against inferior people are usually incul- 
Cated in terms of family names Or at most, the phrase people 
like that,” a phrase which can be used either pejoratively or ap- 
Provingly. The child is told, “You don't want to play with 
Johnny Jones! He (his family, people like that) don’t know 
how to act (talk, play, play right, play nice, play your kind of 
games). |, , Why don’t you walk home from school with the 
Smith children? You'd like to be seen with people like that. 
- +. The Joneses keep hounds . » » are dirty. - + have bed- 
bugs... won't work . . . live back in the ch eed 
nothing , | , don’t go to church . - - ar Pougn « +» Ale: UO 
our kind. People eid laugh if they saw you at the JONESES 
+. The Smiths are nice (or ‘nice average ) people like us 
` > + They live right and know how to treat people right. It 
doesn’t take much talk of this kind to teach Junior and his sister 
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who the Smiths and the Joneses are, but they hear enough to 

drive the lesson firmly home against the contradictory axiom 

that “ever’body here is equal” [17]. 

Still another study of the same general tenor is that of 
Emil Heintz, who surveyed the social status and emotional 
adjustment of 222 eighth-grade pupils in Rochester Junior 
High School, Rochester, Minn. His findings were as follows: 


1. Lower-class boys had strong desires to leave school and 
go to work. They were ill at ease in the presence of the prin- 
cipal. They also felt that teachers overemphasized good order 
and discipline, did not praise them when they did good work, 
and did not permit them to express themselves fully. 

2. Lower-class girls felt that they were not welcome in 
school clubs and that teachers permitted a few students to 
monopolize the attention of the class. 

8. Middle-class children of both sexes were more satisfied 
with rules and regulations, and did not feel that good order 
and conduct were overstressed, or that teachers were too strict, 
or that they tended to embarrass students. 

4. Upper-class students felt that teachers failed to accept 
them as friends (especially boys), that school activities were 
poorly run, and that teachers preached too much (especially 
girls). 

In analyzing his findings, Heintz came to the conclusion 
that lower-class children do not make good adjustments in 
situations where they feel they do not belong, while upper- 
class students made a generally good adjustment, but were 
confused or exasperated when their normal feelings of su- 
periority were not gratified. Middle-class children were at 
ease in situations calling for conformity and control [18]. 


SCHOOL-LEAVERS AND THE TRADITIONAL 
CURRICULUM 


The psychological isolation of lower-class youngsters by fel- 
low students and the staff is not entirely responsible for the 
high rate of drop-outs experienced with this group. Part of 
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the blame must be shared by curricula that are not keyed to 
the needs of everyday living and that are, in the eyes of all 
too many students, intellectual busy-work. 

Ina pamphlet written for the United States Office of Edu- 
cation, Frances V. Rummel pointed out that more than half 
of the children who start public school continue through 
high school graduation. Rummel considers boredom and 
frustration to be the chief factors behind the drop-outs. It is 
her feeling that many a child who leaves school would stay 
if schools could give him help with the problems he currently 

aces: getting started as a worker, getting along with the op- 
Posite sex, obtaining the approval of the group, understand- 
' Ing a maturing body, and settling on a philosophy of life. 
Other areas of life that provide promising leads for cur- 
riculum revision are indicated by the fact that every student 
'S a potential consumer, taxpayer, voter, worker, and family 
man (or mother). Most schools have not begun to exploit 
the motivation for learning that lies latent in these present 


and future needs of youth [19]. 


WHAT TEACHERS CAN DO ABOUT SOCIAL 
CLASS 


eading is misleading because there 


In A way, this subh 
i that teachers can do about 


'S not likely to be very much 
Climinating the factors in American life that produce the 


Social stratification we call social classes. Social stratification 
“evelops whenever people work and live together. Perhaps 
it is produced by fears and anxieties that are older than the 
uman race itself; perhaps it is one of the ways that groups 
°* people naturally develop as a means of working together 
More effectively. Regardless of which hypothesis we accept, 
St goal as a should be to make the system work as 
he octatically as possible. After all, one of the differences 
ike autocratic and democratic countries 1s that the 

US system is fixed and inflexible in the former—position is 
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inherited or assigned by the ruling hierarchy. In democratic 
countries, one may obtain status through one’s own efforts— 
through education and industry, for example. 

It is the thesis of W. Lloyd Warner, Robert J. Havighurst, 
and Martin B. Loeb, who collaborated on a discussion of the 
relationship between education and social status, entitled 
Who Shall Be Educated?, that in the United States, educa- 
tion constitutes the highway to higher levels of social status. 
It is the means whereby the child of the slums may become à 
respected professional, or the daughter of a coal miner may 
go to college and marry an architect. Even in democratic 
countries the system does not work perfectly, however. It is 
easier for the children of upper-middle-class parents to ac- 
quire the kind of education that enables them to maintain 
their status and even to move up. The farther one goes down 
the status ladder, the more difficult it is for children to avail 
themselves of the opportunities for education. And the 
failure to advance leads to frustration and disappointment. 
Warner, Havighurst, and Loeb have this to say: 


Of the 580 boys and girls in a thousand who reach the third 
year of high school, about half are taking a course that leads to 
college. One hundred and fifty enter college, and seventy grad- 
uate. These are average figures for the country as a whole. 
With variations in various parts of the country, an average of 
some two hundred out of every thousand young people fail to 
achieve the goal which they started in high school. Thwarted 
ambition and frustrated hope result. Doubtless many accept 
the reality easily enough and settle into a niche in life without 
bitter feelings. But certainly many others develop resentful 
feelings toward society in general and toward their more fortu- 
nate fellows in particular. If they fail to rise in some other ways 
than through education, they become centers of disaffection: 
and society loses some of its necessary solidarity [20]. 

All these facts tend to show that . . . the school system has 
severe limitations as a social elevator. Its capacity is limited, 
and it is not free. 

Nevertheless, the American school and college system is the 
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greatest agency we have for equalizing opportunity and for 
promoting the rise of able young people. Through it we main- 
tain a degree of social mobility probably greater than that to 
be found in any other country. 

The educational system promotes social solidarity or social 
cohesion, partly through its provisions for social mobility. A 
society has social solidarity when its members believe that they 
have a substantial common ground of interest—that they gain 
more than they lose by sticking together and maintaining in- 
tact their political and social institutions. A certain amount of 
Social mobility seems necessary to maintain social cohesion in 
our class-structured society. The possibility of rising in the so- 
cial scale in order to secure a larger share of the privileges of 
the society makes people willing to “stick together” and “play 
the game” as long as they believe that it gives them a fair 
deal [21]. s 
Because of the special function that education provides in 

Our status system, the teacher is called upon to perform a 
role that he probably is unaware of—the role of helping to 
decide which children are destined to move up in status and 
who will not. If the practices reported by Hollingshead and 
Mentioned earlier in this chapter are at all typical, teachers 
tend to select children who are already in an advantageous 
Position merely by being born into middle- and upper-class 
families, On the other hand, there are very few teachers who 

© not provide some encouragement to children from lower- 
class families who aspire to higher status. Perhaps we do not 
“© enough of this; perhaps our educational practices are so 
Structured that it is easier to discourage people than it is to 


encour 
Courage them. 


owever, the chief purpose of free public education is not 


Selective—selection is a by-product, so to speak, of the edu- 
help young people be- 


“ative process, Its chief purpose is to hel Pp ; 
come the kinds of individuals we would like to be, or, rather, 
Wish we had become—enlightened citizens whose physical, 
Mental, and emotional health is better than our own. If we 
are to make progress toward that goal, we cannot do so by 
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discouraging, frustrating, and disappointing a third or more 
of the children who enter the doors of our schools. This is, in 
effect, what we are doing at present by not providing for the 
emotional, social, and intellectual needs of children from 
lower-class homes. This is a problem that requires much un- 
derstanding, sympathy, and patience. Before we can make 
much progress in reform, we need to know something about 
the life and the environment of the child who comes from a 
lower-class culture. And we need to understand our own re- 
actions to him as well as how the middle-class children in our 
classes feel toward him. Some schools have used the preju- 
dice that they have found in teachers and students as a start- 
ing point for a new kind of education, an education directed 
against prejudice and toward the need for improved relation- 
ships among cultural groups—Intergroup Education * [22] 

The following statement by Celia Burns Stendler ques- 
tions practices currently followed in education, practices that 
ought to be examined carefully and seriously: 


Teachers need to ask whether their expectations are reason- 
able in terms of what the child has been expected to be by his 
parents or whether all children, regardless of background, are 
expected to measure up to middle-class standards. Teachers 
need to ask whether their expectations are appropriate to ‘the 
maturity level of children or whether children are being criti- 
cized for not assuming adult responsibilities earlier. Finally, 
teachers need to ask whether their expectations are appropriate 
for living in a democracy, or whether the school emphasizes 
superficial behaviors in place of more fundamental ones. When 
schools attach less importance to neatness, punctuality and nice 
language, and expect, instead, moral courage, respect for hu- 
man personality, and a rational approach to the solution of 
problems, then such a climate will have a positive impact upon 
children [23]. 


As teachers improve their understanding of the cultural 
background of the children in their classes, they will find 


3 See discussion in Chapter 10. 
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themselves interpreting behavior—yes, even problem be- 
havior—differently. Often they will be able to forestall the 
development of behavior difficulties. Perhaps the curriculum 
will not change much at first under the impact of this new 
understanding, but as it does begin to change, there will be 
more emphasis on content that is of interest and value to 
children from a wider range of cultures than is true at pres- 
ent. As the attitudes of teachers and school children change 
and as the curriculum is modified, it will be easier to bring 
parents of various cultural groups into closer communication 
with the school. If they can be helped to lose some of the fear 
and anxiety they now feel toward the school, their defensive- 
ness and hostility will diminish, and it should then be easier 
. for both them and their children to accept the concept of 
education. 

Such an era of better feeling will not be attained easily, 
yet it should be a goal that must be approached if the school 
is to fulfill its obligation to the children of the community. 
Taking the first steps of this process is the responsibility of 
the teachers and administrators, for they are the only ones 
who can start such a move. It is they who must decide 
whether they are ready to change some of their concepts of 
the educational potential of a good third of the children in 


Our schools. 
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COMMUNICATION: A SOCIAL 


PROCESS 


THE DEVELOPMENT OF THE SELF 
THROUGH COMMUNICATION 


DURING the earlier stages of childhood, the child must cope 
with the developmental task of evolving a self or a per- 
sonality that expresses his individuality. At first he works at 
this task through his senses—he finds out what is himself and 
not himself by touching, feeling, seeing, and so forth. And he 
expresses himself through such crude means as grasping. 
crying, sucking, and kicking. Then he graduates into the use 
of gestures and sounds and finally into the complexities of 
language and other forms of symbolic behavior. 

We cannot interact with others without communication; it 
is the very basis of such interaction. By communication OY 
interaction with others we find out “who we are.” Through 
communication, the small child finds out who (what family 
or group) he belongs to and who or what belongs to him. AS 
he discovers these facts, the world takes on more meaning, 
and his concept of “who he is” becomes sharper, more pre- 
cise—in better focus, as it were. This process of finding out 
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“who we are” continues most of our lives, although it ordi- 
narily does not dominate our later lives as it did when we 
were children. 

Children, particularly small children, are eternally prying 
into the meaning of things—partly in an attempt to bring 
some order into the apparent confusion of their environment; 
partly in trying to find out the relationship of persons, things, 
and events to themselves; partly to reassure themselves, to 
maintain a feeling of security; and partly because the drive 
to master one’s environment is a normal and natural part of 
maturing, of growing up. It is this need to search out the 
meaning of things that makes children so eager to learn, and 
it is the repeated frustration of this need that reduces or 
destroys this enthusiasm for learning. 

Through communicating and interacting with others we 
learn of their evaluations and expectations of us, and this 
learning helps to form our self-concept and self-ideal. Thus 
a middle-class child who is making above-average but not 
high marks in school learns that he is doing “pretty well” but 
“could do better.” As these ideas and concepts are com- 
municated to him, he develops a self-ideal that is char- 
acterized by high scholarship. His self-concept is revealed by 
his analysis of his situation: “I suppose Tm able to do bet- 
ter, but I guess I’m sort of lazy—I really ought to try harder. 

As the individual matures, he learns to appraise himself 
and his environment more realistically. 
ard his father complain about the 
Stupidity of the county board of supervisors. Lawrence could 
not understand why this should be a problem; after all, the 
solution was simple: all his father had to do would be to get on 
the board of supervisors and straighten them out. So he asked 
his father why he didn’t put his name up for election. His fa- 
ther answered that he didn’t think he would make a particu- 
larly good supervisor, and that he probably couldn't get elected 
anyway. Lawrence was genuinely shocked. Could this be his 
father? His father who could do anything? 


Ten-year-old Lawrence he 
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Many children have exaggerated and distorted ideas about 
the world around them, and part of learning, part of grow- 
ing up, is being shocked into reality. Some children cling 
tenaciously to the idea that there is a Santa Claus. Eventu- 
ally, the messages and impressions they get from the world 
around them become too persistent, too much at variance 
with their fantasy, to be ignored, and they, too, are shocked 
into reality. 

However, it is usually when children have clung to ir- 
realities and fantasies overlong that they must suffer shocks 
of this sort. Most of the time, reality communicates itself in 
small doses, doses that occasionally prove uncomfortable, 
but which ordinarily stimulate the child’s interest in becom- 
ing more aware of life’s realities. 


RELATING ONESELF TO THE GROUP 


Most of our basic needs (see Chapter 3) are intimately in- 
volved with other people. This is particularly true of our 
needs for love, status, and self-expression. It is also true, to 
some degree, of our biological needs and our needs for 
security and bodily safety. 


Let us see how this works in the case of a boy whom we shall 
call William Davies. William was called “Bill” by his family, 
and this was the name he learned to respond to, When his 
mother called him “Bill” and smiled at him, he was aware that 
she was recognizing him ard him only and that she was com- 
municating a pleasant emetion. When she called him “Bill!” 
in a sharp tone, he again knew he was being recognized, but 
that the feeling was an unpleasant one, one of rejection. Later, 
he learned that there were other children who also had names. 
Their names were different, which helped prove that they were 
different, but the fact that they all had names, just as he had a 
name, helped prove that they were like him in some ways. 

One day he met another child who name was “Bill,” also. 
This was quite confusing and upsetting, particularly when he 
heard his mother call the other child “Bill.” About this time he 
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learned that his full name was Bill Davies and that everybody 
in his family was Somebody Davies. He took to calling his toys 
and stuffed animals names like “Big Bear Davies” and “Little 
Bear Davies.” This helped to show that they belonged to him 
and that they all belonged to a group of Davieses. 

Shortly thereafter he found that children who wore blue 
playclothes and had shorter hair had names that were called 
“boys’ names,” and other children who had longer hair and who 
wore pink, yellow, or red playclothes had other names that 
were called “girl’s names.” Evidently he was different from 
the children with girls’ names but had something in common 
with the children who had boys’ names. 

So far, Bill’s knowledge of “who he is” includes being Bill, 
being a Davies, and being a boy. Being all these things carried 
certain responsibilities, responsibilities that were communi- 
cated to him by such statements as, “Boys don’t act that way,” 
“You don’t talk like the Bill Davies I said good-bye to this 
Morning,” and “Now don’t you try any of those sneaky little 
tricks of John Hancock’s on me, Bill Davies!” 

When Bill went to the first grade, the best thing he liked 
Was playing with the other children, especially the boys. Some 
days, when they were out on the playground, he was the Lone 
Ranger, sometimes he was a bandit or a deputy sheriff. Some- 
times he went so far as to round up a small herd of cattle (who 
always turned out to be little girls). There were times when 
the other boys accepted him in these roles and there were 
times when they said: “Aw, let's play marbles.” There were 
other times when everybody wanted to chase each other, yell- 
ing, “Fishface” or “Pumpkinhead,” or something equally suit- 
able. But whatever they felt like doing, Bill was quickly caught 
up in the midst of it. He was very much a part of the first- 
grade group and he felt very superior to any “kindergarten 


baby, born in the gravy.” 
One day his father told him how Grandfather and Grand- 


mother Davies had come over from Wales many years ago. He 
described the rugged mountains and green valleys of Wales, a 
country he had visited during the war, and told him of the 
battles between the British and the Welsh in olden days. As 
Bill thought about the things his father told him, it seemed to 
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him, for the moment, that he was quite different from children 

with names like Ricciardi, Smith, and O’Brien, and was more 

like the people who lived in Wales, and he felt somewhat 
proud of this difference. 

Establishing relations with groups is a process of finding 
out what one has in common with others in the way of in- 
terests, behavior, and values. As we are attracted to a group 
and seek to be accepted into their membership, we modify 
our behavior to conform to the norms or patterns they pre- 
scribe for their members. By conforming, we communicate 
our acceptance of the group, while they, by prescribing cer- 
tain behaviors, communicate the terms on which they will 
accept members. When Bill was in the first grade, he com- 
municated his fantasies by enacting the role of the Lone 
Ranger. Sometimes his group accepted him in this role, and 
communicated their acceptance by adopting role behaviors 
appropriate to the Lone Ranger legend. At other times they 
rejected him in this role and proposed another activity. Bill 
could have withdrawn from the group and played Lone 
Ranger by himself but he chose, instead, to remain with the 
group and communicated his willingness by engaging in the 


play they proposed. 


COMMUNICATION AS A MEANS OF PRO- 
MOTING DIFFERENCES BETWEEN GROUPS 


In developing their concepts of group membership and, at 
the same time, emphasizing differences between themselves 
and others, groups often develop forms of language that help 
to symbolize their solidarity. Thus, teen-agers develop a 
“jive jargon” that for them distinguishes those that are “hep” 
from those who are “square.” 

More often, differences in the use of language are not de- 
veloped consciously, but nevertheless serve to differentiate 
between members of a certain group and outsiders, A teacher 
will occasionally be startled to find that his interpretation of 
a word differs widely from that of the children in his class. 
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Hilda Taba tells of the experience of a teacher who read 
her class a story about Sally, who was lost, for the purpose of 
developing a lesson on what happens when one is lost. * 


Sally was questioned by a policeman and would not reveal 
her name. The teacher thought that this was a good example 
of how people even forget their names when they are upset, 
but when she asked the class why Sally did not give her name, 
they answered: “Because he would take her to jail.” 

These children were from a social group to whom “police- 
man” meant “jail.” They always ran whenever they saw a 
policeman, and, of course, it would not do to give one your 
name. There was definitely a difference between the teacher’s 
and the children’s concept of policemen. Such a discrepancy of 
meanings behind words is a problem in places where the teach- 
er’s social background and the children’s social background are 
different [1]. 


Differences in language are most pronounced when the 
teacher works with children from lower-class environments. 
Ruth Cunningham reports one teacher as saying: 


S My youngsters can as easily call each other “bastard” and 
“son of a bitch” as you or I would say “mischievous child” or 
naughty boy.” I know they hear these phrases at home. I know 
they'll get into trouble when they use this vocabulary outside 
their immediate circle; yet I hate to seem prudish to them [2]. 


Margaret Heaton reports the following example: 


+ +. Teachers may be perplexed when children fight on the 
Playground when their “mothers” are mentioned. The mere 
Mention of the word “mother” seems to start a fracas. The im- 
Plication of the expression “Oh your Mother” to some children 
of a lower socioeconomic group is that the mother has a dis- 
8raceful reputation. Any child who has grown up with this 
interpretation is supposed to defend her and to fight. In effect, 
the very reference to mother is a taunt and a fighting word in- 


tended to arouse feelings of anger [3]. 
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MEETING THE NEED FOR 
SELF-EXPRESSION 


It is through communication that we tell the world, in effect, 
“who we are.” It is through communication that we express 
our feelings, impress our fellow man, and reveal our expecta- 
tions of ourselves, others, and life in general. 


Miss Hart had just told Mr. Constant that she didn’t think 
that there was anything wrong with Nadine—it was just that 
she seemed to be going through a “boy-crazy” stage—when 
Nadine herself rounded the corner at the end of the hall. She 
apparently did not notice the teachers, standing partly in an 
alcove, for she seemed concerned primarily with herself. She 
stopped, looked at herself in a pocket mirror, touched up her 
lips, smoothed down her eyebrows, tucked in a stray curl, and 
walked off. There was something familiar about her walk. It 
seemed to Mr. Constant that he had seen some stage or tele- 
vision star do an exit like that. And then he wondered whether 
Nadine had seen them after all, perhaps, out of the corner 
of her eye. 


What Nadine has been doing comes under the heading of 
“nonverbal communication,” a subject we treat later in this 
chapter. What is significant here is that her every gesture, 
her walk, her concern with make-up, and even her possible 
snubbing of the teachers tells us much about her self- 
concept. They are part of her way of communicating to the 
world “who she is” or, rather, “who she thinks she is.” 


Mr. Burger told Clyde to stop throwing his ball against the 
wall of the building because it disturbed the class inside, Clyde 
stopped, but not before he had thrown the ball once more, 
with a hard, vicious snap to his wrist which said plainer than 
words that he resented having been told to stop. Most boys in 
Clyde’s class would have stopped as soon as Mr. Burger had 
spoken to them. By taking one more bounce, Clyde is telling 
Mr. Burger—and anyone else who wants to know—that he is 
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different from the others. He is saying that the regulations of 
the school do not apply to him in quite the same way. To be 
Sure, taking an extra bounce means other things. For example, 
itis an attempt to see how much defiance Mr. Burger will take. 
But it is also Clyde’s way of telling Mr. Burger how he views 
himself—the tough character, the one who eventually sur- 
renders to adult authority, but only begrudgingly. 


Tn the course of the day’s events we normally generate 
feelings regarding ourselves, others, the environment, and 
life in general. These feelings struggle for expression. We 
thus feel impelled to communicate them in some way, in that 
Others, too, may know how we feel and perhaps share our 
feelings. 

In this sense, communication is a safety valve for our feel- 
ings. By finding some way to communicate our feelings, we 
not only “blow off steam,” but we are enabled to clarify, ex- 
amine, understand, and perhaps accept them. A child who . 
las strong feelings of fear, anxiety, or hostility, and who is 
Prevented from expressing them in some natural or healthy 
way, is liable to express them neurotically or to build up 
neurotic defenses against them or to stifle all feeling in order 
to avoid the ones that make him feel anxious. The days are 
ull of frustrations for children—the requirement to sit still 
and be quiet when one wants to run around, the requirement 
to work and listen when one is bored, the requirement to do 
$o many things one does not want to do—it is no wonder that 
children develop problem behavior. We are much more 
humane in our approach to these frustrations than we were 
z by. Sone years. In most schools we give children opportuni- 
ties to work off some of their frustrations through games and 
Physica] education, singing, folk dancing, arts and crafts, and 

rama. Some of these activities succeed because they give 
children Opportunities to work off pent-up energy, others ue 
Satisfy, ing because they provide the means whereby children 
“an have the thrill of creativity—a basic need. 
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EDUCATION AS COMMUNICATION 


Tue problems of education with regard to communica- 
tion are severalfold. The basic problem is to help children 
use the skills of communication in working at and completing 
the developmental tasks of emotional, social, and intellectual 
maturity. This means helping children to use communication 
to find out “who they are,” to develop satisfactory relations 
with others, to meet basic needs for self-expression and cre- 
ativity, and to master skills that they can use now and will 
need in later life. 


COMMUNICATION IN THE CLASSROOM 


It is obvious that education is itself a process of communica- 
tion. Teachers talk, listen, and write; students talk, listen, and 
write. Most of us would agree, however, that education is 
communication much more than in the merely technical 
sense. It is communication in the sense that teachers attempt 
to communicate to children the values of our society and the 
lore of the culture. For most of us in education, our aware- 
ness of communication ends at this point; that is, we are 
aware of the speaking and writing that goes on in classrooms 
and of the fact that we are trying to communicate something 
to students. But the role of communication in education is 
much broader and deeper. Indeed some of our failures as 
educators are due to the fact that we have not recognized 
the importance of communication, nor have we been aware 
of what we must do to improve communication in the class- 
room. 

One of the reasons why we as adults have difficulty edu- 
cating children is that we overlook the dual nature of com- 
munication. We are primarily concerned with seeing that 
our messages are received by students—that is, we are con- 
cerned principally with such things as “making ourselves 
clear,” “making sure they understand us,” and “explaining 
what we mean.” We are much less concerned with giving 
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children opportunities to express themselves to us. Even 
when we are attentive to what they are trying to communi- 
cate, we are unlikely to spend much time trying to figure out 
what they mean, if their meaning is at all obscure. 


WHY CAN WE NOT COMMUNICATE 

EFFECTIVELY? 
There are a number of reasons why we are more concerned 
about our own needs for self-expression than we are about 
the needs of the children we supervise. One important reason 
is that the many demands made upon teachers by adminis- 
trators, parents, fellow teachers, and by the children them- 
selves tend to produce anxieties and self-concern. Faced by 
these demands, teachers feel “on the spot,” and are thus 
likely to direct a great deal of attention to what they say 
and do. And the more they concentrate on what they are 
Saying and doing, the less likely they are to be sensitive to 
what children are trying to communicate. 
_ Another reason why adults have difficulty in communicat- 
ing with children is that we have inherited a tradition that 
Says, in effect, that what children have to say is not very im- 
Portant or significant. Conversely, we believe that what 
adults have to say is important and significant. This philoso- 
phy is tersely but amply expressed in the saying: “Children 
should be seen but not heard.” 


Ho inning to disco 
7) wever, we are beginning to d them, and in or 
elp children to learn, we must understand them, and in or- 


e£ to understand them, we must we able to interpret what 
1 "i 
ley are trying to tell us about themselves.’ However, we 
g 


nave grown up in the tradition of adult superiority and child 


inferiority, It is very much a part of our way of thinking and 


eeling. Tt is not easy to say: “The tradition is all wrong. I 
Must start accepting children on a more equal basis so I can 
1 

One p; Fs is Te L. Hymes, Jr., Teacher 

~ne Pamph] at capitali this idea is James 1. Thymes, JT., 
iten; The Chilis break New York: New York Committee on Men- 
a pealth of the State Charities Aid Association (105 E. 22nd St, New 


York 10, N, Y.), 1949. 


ver that in order to 
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understand what they are trying to tell me.” Even if we can 
accept the need for humility as a way of helping ourselves 
to understand children better, it is still difficult for us to 
make any real changes in our behavior, particularly if the 
people we know and work with still conform to more tradi- 
tional attitudes and behavior. 


WHY WE SHOULD IMPROVE CLASSROOM 
COMMUNICATION 


There are two basic reasons why we should be concerned 
with seeing that communication in the classroom be main- 
tained on a two-way basis. One is a technical reason, in that 
it has to do with the mechanics of learning; the other is re- 
lated to the mental hygiene of the situation. 

A teacher can do a better job of instruction if he is aware 
of the progress which children are making in solving the 
tasks of learning. This means that he must know what skills 
they are using successfully and what skills they are using 
improperly or have failed to learn. He must know how they 
perceive the concepts and values which are the immediate 
or long-range goals of the curriculum. As he helps them over 
the rougher parts of the curriculum, it helps immeasurably 
if he is able to follow the thought processes of his students. 
In other words, ifthe teacher is to do an adequate job of 
evaluation, he must provide opportunities for children to 
communicate their progress and difficulties and must be able 
to understand and interpret their attempts to communicate. 


COMMUNICATION AND MENTAL HYGIENE 
IN THE CLASSROOM 


The second basic reason for the establishment of two-way 
communication is the need for children to express themselves 
about the problems which trouble them. Dorothy Baruch 
tells of a poignant case—the story of a little nine-year-old 
girl named Tina, who drew a picture of a girl cutting up her 
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mother’s best hat with a kitchen knife. Her teacher was duly 
shocked, said it was not a nice picture, and suggested that 
she draw a nicer one. 


Into the wastebasket fell Tina’s picture and with it her at- 
tempt to share what was wrong inside her heart. This was Mon- 
day and last Saturday her mother had walked out on her 
father, taking Tina along. Saturday and Sunday nights she 
had cried herself to sleep. She didn’t understand the whole 
business. All she knew was she wasn’t going to be with her 
beloved daddy any more and that there was a hard ache in- 
side her and a feeling of bitter blame against her mother who, 
she felt vaguely, had made the whole thing happen. 

Obediently now she drew another picture—a house with 
smoke coming out of the chimney in the age-old accepted 
curlicue pattern and a road leading up to the house in con- 
ventional coming-to-a-point perspective. Then the recess bell 
rang, 

On her slow walk across the playground, Tina chewed her 
handkerchief and twisted it into a hard damp coil. George 
Washington Carver Thompson walked beside her, his dark face 


Wonderingly intent on the lengthening twist of wet cloth. 
And then all at once for no immediate reason, Tina turned 


on him and cried, “You go away, George Washington, ‘cause I 
7 . » 
don’t want any dirty nigger following me around [4]. 
g 


Tina’s case is not very unusual. There are many children 
in the schools who come from divided homes. F urthermore, 
most children are troubled from time to time by hurt feel- 
ings, frustrations, and problems which seem, for the moment, 
More than they can bear. Perhaps it is too much to expect 
that busy teachers would have time to help all children who 

ave such problems, although such a condition would cer- 
tainly be ideal, Nevertheless, the mental health of the class- 
room is better when children are able to express their feelings 
when the world seems against them. 


_ Perhaps another example would he So) 
™portance of maintaining two-way communicatión. 


Ip to demonstrate the 
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When Mr. Morgan met his biology class Friday morning, he 
should have known something was wrong. Students usually 
walked in quietly or engaged in casual conversation. Today, 
however, they were all involved in heated and angry discus- 
sion. They were so wrapped up in their subject that they did 
not hear him start his daily lecture, and he had to rap for order 
rather loudly. 

Mr. Morgan always spent the first ten or fifteen minutes of 
the period explaining the basic principles involved in the work 
assigned for the day. Students usually listened obediently; 
those who did not pay attention became the target for sarcastic 
comment. But today it was different. The class was quiet as 
Mr. Morgan began his daily lecture, but within a couple of 
minutes whispering started in the back of the room. 

Mr. Morgan glared. 

“Apparently I am to have some competition today. May I 
ask, Lou and Harry, what you have to say that is more im- 
portant than the laws of heredity?” 

Lou and Harry muttered something under their breath and 
slumped down in their seats. Mr. Morgan continued, only to 
break off after a minute. 

“Francis,” he snapped. “I would guess that Lorna doesn’t 
want to listen to you. i would guess that she wants to listen to 
me. Is that right, Lorna?” 

Lorna blushed, and Francis gave intense attention to his 
biology notebook. Mr. Morgan paused, then continued his 
talk. Finally, he stopped in exasperation. 

“I wish someone would tell me,” he complained, “what's go- 
ing on this morning. I have been trying to give you the essen- 
tials of the Mendelian law—a concept which is basic to the 
work we will be doing during the next month. But I can’t seem 
to get your attention for more than a minute. What should I 
do to keep your attention—do card tricks?” 

Jasper leaned over and whispered in Mavis’ ear: “It wouldn't 
be a bad idea at that!” Mavis giggled. 

Mr. Morgan glowered at him. 

“Jasper,” he snarled, “would you mind sharing your ideas 
with the class? If Mavis found it interesting, maybe we would 
too.” 
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Jasper looked embarrassed and mumbled: “It wasn’t any- 
thing especial, Mr. Morgan.” 

But Mr. Morgan was not accepting such evasion. 

“I demand to know,” he rasped, “what has gotten into this 
class today. If you don’t make some effort to enlighten me, 
Jasper, I shall have to ask you to remain after class.” 

It was Mavis who spoke up. She was an “A” student, popu- 
lar with students and well-liked by teachers. Perhaps she felt 
she had less to lose than some of the other students in the 
class, 

“Mr. Morgan,” she said, “apparently you do not know that 
the whole school is upset by the news that Johnny Pierce has 
just been suspended from the basketball team because of the 
fight at the skating rink last night. A lot of us think that it was 
unfair, I think that is what the kids were talking about.” 

Mr. Morgan looked at her coldly. “If I had wanted your 
opinion, Mavis, I would have asked for it. But since you have 
answered my question, let me say that this is just one more 
example of how sports interfere with education. I ask you: 
How can a class concentrate on biology, when their minds are 
full of basketball?” 

He continued: “I want you all to turn to page 436, where 
you will find a list of ten questions on the laws of heredity. I 
want you to spend the rest of the period writing out the 
answers. Your grade for today will be the mark you get on this 
quiz.” He paused, then added, drily: “Perhaps this will help 
you to keep your mind on biology and off basketball.” 


a positive nature took place in 


Very likely little learning of 
although one must concede 


i r. Morgan’s class that morning, 
he situation could have been worse. At least Mr. Morgan 


Ows one of the reasons why the class was not in a mood to 
‘eceive his communications that morning. However, he is 
not in a mood to receive communications from the class be- 
rause he is principally interested in what he has to say, rather 

an in what they have to say. Furthermore, he punishes the 
Class for not being receptive to his communication—first, by 
Making sarcastic comments, and, second, by assigning an 
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unscheduled test. Tests can be the means for communication 
under some circumstances, but in this instance, where they 
are used as a penalty by a teacher intent on retaliation, it is 
doubtful whether much communication will occur. 

It is perhaps an oversimplification to say that little learn- 
ing took place in Mr. Morgan’s class on the morning of the 
above-mentioned incident because there was a lack of com- 
munication. Mr. Morgan’s attitudes toward students, his pre- 
occupation with his subject, and his lack of interest in extra- 
curricular affairs are certainly factors which limit his effec- 
tiveness as a teacher. Yet, there is no denying that one of his 
basic problems is his inability to understand teaching as a 
problem in communication—communication which must be 
two-way if it is to work. Although he is aware that his stu- 
dents’ anxious concern about the suspension of a star basket- 
ball player makes them inattentive, he does not know how to 
cope with this situation. Instead of taking steps to improve 
the communication between him and his students, thus clear- 
ing the atmosphere so that the class could then go about the 
business of learning biology, Mr. Morgan worsens the situa- 
tion by arousing anxiety and hostility. 

Mr. Morgan is not alone in his difficulty to communicate 
with students. To a greater or lesser degree similar problems 
exist in other schools and classrooms. David H. Jenkins and 
Ronald Lippitt studied the interpersonal perceptions of 
teachers, students, and parents involved in a junior high 
school in Newton, Massachusetts. Questionnaires concerning 
interpersonal relations were completed by teachers and stu- 
dents. The study indicated that the teachers tended to see 
themselves as persons who talked to students in a friendly 
manner, showed an interest in and encouraged extracurricu- 
lar activities, helped students with personal problems, 
praised and encouraged students, were interested in students 
as individuals, treated students as adults and attempted to 
understand them, and participated in activities with stu- 
dents. From 30 to 50 percent of the teachers responded to 
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items on the questionnaire covering these activities; yet the 
Same items were mentioned by less than 4 percent of the 
students. This means that although the teachers in this group 
saw themselves as concerned with personal, friendly rela- 
tions with students, students were not even aware of this in- 
terest. Perhaps the teachers were not doing these things as 
much as they thought they were, or perhaps students were 
so used to receiving these services that they failed to notice 
them, or perhaps students had a fixed idea of what teachers 
were like and hence were unable to perceive the evidence of 
friendly interest [5]. Whatever the explanation, the point 
is that the teachers in this study, like Mr. Morgan, are out of 
touch, so to speak, with their students, at least as far as this 
One area is concerned. 


THE IMPORTANCE OF NONVERBAL 
COMMUNICATION 
One of the reasons why we have difficulty in communicating 
With children is that we assume that communication has to 
verbal, whereas a very important part of communication 
never finds its way into words: it is on a nonverbal or sub- 
Verbal level. There is the sigh that runs through the class 
when a particularly heavy assignment is announced. There 
is the rustle of amusement when someone makes a particu- 
arly stupid remark. There is the buzz of activity which re- 
Sults when students are hard at work on interesting prob- 
“ms. There is the lift of an eyebrow and the smirk that says 
More than mere words. Experienced supervisors can get the 
eel” of a class by watching a class at work for five minutes, 
“nd I have heard one child psychologist say that he can 
“arn a great deal about the kind of school he is visiting by 
Watching students go in and out of class. These are a few of 


© Nonverbal ways in which students reveal their attitudes, 


eelj * 
ings, and morale. 


hen there is the kind of listening which is more than mere 
“tention to the content of what a person is saying. In doing 


e 
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this kind of listening, we ask ourselves such questions as: 
“What does he mean that he isn’t saying?” or “What she is 
saying is so, but I wonder if she doesn’t mean something 
over and above that?” or “That was a peculiar thing to say. I 
wonder why he said it?” 


EMPATHY 


We all do this kind of listening, although most of the time we 
are not aware of it. As we talk with people, we are likely to 
be sensitive to their mannerisms, their tone of voice, the ex- 
pression on their faces, and the positions of their bodies be- 
cause these are clues to how they feel about us, and our 
normal anxiety prompts our concern about others’ opinions 
of us. This awareness of another’s feelings is called “empa- 
thy” and it is an important dimension of communication. 
Nathaniel Cantor expresses the idea of empathy in the fol- 
lowing description of communication with children: 


What impresses the child is not so much the statements 
made, the words used, as the feeling-tones and emotional ten- 
sions with which they are loaded. The language the parent 
[or teacher] uses means very little, What the child really re- 
sponds to are feelings of warmth, security, love, affection, pro- 
hibition, deprivation, rejection, fear, resentment, hostility, and 
so on. The words, quite beyond his understanding, do not 
carry for the child the ideas they are supposed to represent. 
The calmness or harshness of voice, the smile or frown on the 


face, the hug or push, of those in authority determines the 
child’s reaction [6]. 


Like other forms of communication, empathy can be in- 
hibited or blocked by neurotic anxiety. For example, the in- 
dividual who is overly concerned about the impression that 
he is making and who is concerned with expressing his opin- 
ions, is less able to empathize with the people with whom 
he is trying to communicate. Therefore, he is not as aware as 
he should be of the reaction which others have to what he is 
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saying; he is so involved in trying to express himself that he 
does not even know whether they understand him. 

Empathy and understanding supplement each other. As 
teachers become more aware of the feelings and attitudes of 
their students, they come to understand them better; and as 
they learn more about the kinds of feelings which children 
are likely to have, they are enabled to empathize more ef- 
fectively. The teacher who can empathize effectively is 
keenly aware that what children say and do should be in- 
terpreted with due regard to the concepts they have of them- 
selves, of others, and of their environment. Furthermore, the 
things children say and do are often clues to these concepts. 


UNDERSTANDING CHILDREN’S CONCEPTS 
OF THEMSELVES AND OF OTHERS 


For example, the child who sits in the corner, who does not 
Participate in the class activities is communicating something 
by his behavior, In order to understand this something, it is 
Necessary to get some idea of how he views himself and the 
world. But his behavior itself may provide clues. Does he 
look as though he would like to participate, yet lacks the 
Courage? Or is he scornful of others? Does he appear to fear 
failure? Or does he occasionally glance at the teacher to see 
whether he is approving of him? Over a period of time, an 
empathic person can usually accumulate enough clues to 
develop some hunches regarding the concepts which the 
child has developed regarding himself and the world. What 
the teacher can do with this information varies greatly both 
as to the individuals, the situations, and the possibilities. The 
Point is, such observations, made empathically and inter- 
Preted empathically, are likely to be very useful in under- 
Standing children and in improving communication. 
Applying these ideas on a broader scale, we can see that 
teachers who desire to improve their communication with 
their classes need to be aware of any concepts of self, adults, 
and the world in general which children in their classes are 
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likely to have. As children communicate with each other, 
they tend to develop concepts that are similar. Here are some 
examples. It is common for children in the prepubertal period 
to regard the opposite sex with some hostility. This is ac- 
companied with some anxiety, particularly on the part of 
boys, who are quite concerned lest someone think they are 
“sissies.” Children in kindergarten and the primary grades 
are likely to be more trusting of adults than are children in 
the upper grades. Adolescents commonly feel that adults do 
not understand them. 


THE NEED FOR CHILDREN TO LEARN TO 
EMPATHIZE WITH TEACHERS 

We should not leave the subject of empathy without noting 
that the student’s effectiveness in communication also de- 
pends on his ability to empathize with the teacher. One study 
of this problem, made by Thomas S. Cohn, seems to indicate 
that empathy is at least as important as intellectual capacity 
as far as success in college courses is concerned [7]. This can 
further be demonstrated by the reaction of students to ex- 
„amination questions. The author has often found that stu- 
dents who receive low marks on examinations are likely to 
misinterpret or misread examination questions, Probably in 
most cases there is no deliberate intent, since the student has 
nothing to gain in replying to a question which simply does 
not appear on the examination sheet, Evidently what occurs 
at such times is that the student’s ability to interpret (com- 
municate ) effectively is warped by neurotic anxiety. Even at 
best, language is a rather imperfect instrument of communi- 
cation and needs to be helped out by empathy to make it 
more effective. The student who can empathize with the in- 
structor is more able than his unempathic classmate to de- 
termine what the instructor meant by the question. Because 
he is empathic, he is sensitive to the instructor's attitudes, 
feelings, and concepts, and therefore is able to make the in- 
terpretation of the question that the instructor expected. 
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This is another reason why it is unwise for teachers to 
arouse the neurotic anxieties of their classes needlessly. 
Anxiety interferes with communication, both on a verbal or 
intellectual level as well as on the nonverbal, emotional, or 
empathic level. And anything which seriously blocks or im- 
pairs communication is likely to interfere with classroom 
learning. 

But children cannot always be held responsible for not un- 
derstanding teachers. A teacher who is skilled in communi- 
cating with children is able to sense as he goes along whether 
he is being understood. All too often, teachers attempt to 
communicate, but children misinterpret or do not under- 
stand because the teacher is using an adult frame of refer- 
ence and does not realize its inappropriateness for children, 


INTERPERSONAL RELATIONS AND 
COMMUNICATION 


Communication is a many-sided, complex problem, but a 
Problem we must continue to work at if we are to succeed 
as teachers. Some of the difficulties of communication are de- 
Scribed by David H. Jenkins and Ronald Lippitt: 


It is really surprising how little people feel free to com- 
municate with others. To a large extent, . . . we try to do 
what we think others expect us to do. But if each individual or 
group has an incorrect perception of what the other individual 
or group expects of him, his action, no matter how well per- 
formed, will not be the right action. Poor communication is at 
the heart of many human relations problems [8]. 


Hilda Taba explains how the psychological relations 
among individuals in the group have an important bearing 
on the communication that takes place: 


The lines of communication among individuals are deter- 
mined by psychological reactions of individuals to each other 
m the group. You find some who are being rejected; you all 

ave seen situations where there was response to ideas that are 
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not so good, and rejection of others that were very good. You 
have seen such things in teachers’ meetings. The reaction to 
ideas is combined with reactions to individuals. So, if you want 
good communication, you must assess what psychological re- 
actions exist among individuals because they do have some 
effect on how smoothly communication runs. There are people 
with a lot of self-expectation. They expect to come out well 
ahead of everyone else. People like this ruin themselves with 
others; they block the learning of others. They are not usually 
well-liked and very often they are bright people. Then there 
are others who do not expect what they say to count. So, often 
they do not even attempt to express themselves [1]. 


COMMUNICATION AND CLASSROOM 
MANAGEMENT 


What Hilda Taba says makes it clear that the teacher who 
understands his students will use this understanding in pro- 
moting classroom arrangements that will provide for the 
maximum in communication. Even seating arrangements are 
helpful—children sitting in circles or in horseshoe-shaped ar- 
rangements are more likely to interact and to participate in 
class discussion. But participation involves much more than 
changing the seating arrangements. Taba comments further 
on other kinds of changes and arrangements: 


Communication cannot take place in a silent classroom 
where everybody has to be quiet all the time. Communication 
is at a minimum in such an atmosphere. If there is any com- 
munication at all, it will be from the teacher to the child. . - + 
If there are forty people in a room and each communicates 
only to the teacher, the total amount of learning is reduced 
markedly, just as the total amount of participation is reduced 
if the ball always has to come back to the teacher. The teacher 
is a bottleneck, because everything runs through her. . . - 

Some comfortable social space is needed if you want com- 
munication to take place from everyone to everyone. It comes 
to the matter of participation. People need to feel that there iS 
a place for what they have to say, and that their ideas are 
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wanted and invited. To have this social space is a matter of 
classroom atmosphere and of the way we set up our teaching 
and curriculum patterns. For example, connectedness and con- 
tinuity are important. In one class where the teacher was an 
exponent of progressive education, the children were given 
assignments—research assignments on which they reported to 
the class. One child spoke about rabbits, the next one about 
boats, and the next one about railroads. Even if the psychologi- 
cal conditions are right, it is impossible to communicate when 
there is no connection between the topics discussed. This kind 
of curriculum or assignment does not give a good base for 
communication. Assignments may be diverse, but a common 
point must be maintained so there is a road or a bridge from 
one task to another. For instance, if we are all talking about 
family relationships, but I have read or know about this kind 
of problem of relationship, you that kind, and someone else 
another kind—each addition is an exciting addition and has 
point. Communication lines are more open because we are all 
looking at relationships, but have different things to point 
out [1]. 


It is important for mental-health reasons to keep lines of 
communication open in the classroom. We noted earlier that 
the need to express oneself is present in all of us; if this need 
is continually and chronically frustrated in a classroom, 
learning itself is likely to be thwarted and frustrated. Much 
of the communication that could take place in a classroom is 
blocked by a kind of mutual hostility or resentment. This is 
Particularly true in junior high and high schools. It is as 
though student and teacher each expected the other to frus- 
trate and misunderstand him. Such conditions are not favor- 
able to learning. On the other hand, teachers can do much 
to help bring about better learning conditions by making it 
Possible for students to express themselves freely. John W. 
Thibaut and John Coules found that when two groups of 
Students were deliberately made hostile in an experimental 
Situation, and one group was permitted to communicate back 
to the instigator of the hostility immediately following the 
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instigation, the students who were permitted this communi- 
cation felt less hostile and more accepting, whereas the hos- 
tility of the other group continued unabated [9]. This ex- 
periment points up the need for freedom of expression 
through channels of communication that are kept open. 


THE TEACHER S ROLE IN 
COMMUNICATION 


Both learning and its chief tool, communication, are outgoing 
processes, processes whereby the individual absorbs some of 
the environment and is, in turn, partly absorbed by it. The 
teacher's role is very largely one of stimulating the absorp- 
tion and counterabsorption and removing obstacles which 
impede these processes. Unfortunately, we find ourselves so 
often in the position of blocking or restricting the communi- 
cation of children in an attempt to promote the kinds of 
communication which we want. The inevitable result is that 
many children are unable to communicate naturally in a 
classroom situation. The antidote to this situation is not a 
lifting of all restrictions and controls, as this would in many 
cases lead to chaos and disorganization. Rather the need is 
for a greater sensitivity and awareness with regard to the 
communicative needs of children. We need to find out what 
kinds and conditions of communication facilitate and pro- 
mote learning and what kinds and conditions prevent or in- 
hibit it. And the chances are that when we make this study 
we shall find that an individual who ignores the needs of 
his group in an attempt to meet his own needs for self- 
expression is an individual who hinders the easy and efficient 
operation of activities which produce learning. This principle 
certainly applies to a disorganized class, where everyone is 
talking at once without concern for the needs of the group, 
but it also applies to the teacher who insists that children re- 
main mouse-still, speak only when called on, and phrase their 
replies according to rigidly prescribed patterns. He, too, is 
less concerned with the needs of the group and more con- 
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cerned with his own needs. The result is highly detrimental 
to two-way communication. 
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THE CHILD AND THE GROUP 


THE INDIVIDUAL VERSUS THE GROUP 


THE subject matter of this chapter is concerned with a proc- 
ess and a dilemma. In it are described the ways in which 
children develop from self-centered, self-concerned indi- 
viduals to individuals who merge some of their identity with 
groups of their peers. In this chapter we also examine some 
of the ambivalence and anxiety that results when we are 
torn between expressing our individuality and conforming 
to the demands of the group and of society. This latter prob- 
€m is one which must be faced by adults and children alike. 
Owever, adults have an advantage in that they have had to 
resolve this question many times before and have developed 
their ways of dealing with it. Their methods may not always 
© satisfactory, but they accomplish the desired results often 
enough and besides they have a certain familiarity. Children, 
on the other hand, have less control over their own destiny 
and consequently have greater difficulties with this problem. 
he situation is made even more complex by the fact that 
Ney must cope with continual change. Decisions and solu- 
tions which work in the third grade do not work in the 
Ourth, and the problems which must be solved in junior 
Ugh are different from those of high school. The adult’s prob- 
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lem is somewhat simpler in that he is largely concerned 
about the adjustments he must make to a society composed 
of other adults, whereas the child must consider the differing 
standards of adults on the one hand and his agemates on the 
other. 

Sometimes, when we feel that others are making too many 
demands on us, we feel like turning our backs on the world 
and becoming entirely self-centered. Or perhaps we feel like 
expressing our resentment openly and freely, regardless of 
the consequences. Yet we seldom, if ever, give free rein to 
these impulses because we are afraid of losing the good will, 
the emotional support, and the approval of others. In the 
final analysis, other people are too important to us. 


RELATIONS WITH OTHERS DURING INFANCY 
AND PRESCHOOL YEARS 


OUR LIVES ARE CONDITIONED BY 
THE FEELINGS OF OTHERS 


As we have indicated in the chapter on anxiety, the first 
glimmerings of this concern about our relations with others 
begin in infancy, when our emotional life is tied to the 
moods and feelings of our mothers by a sort of empathic 
linkage. As our psychological universe expands to include 
both parents and other members of the family, our relation- 
ships with others grow more complex. Our feelings are still 
empathically related to the moods of others, but some new 
elements are introduced. For example, we may develop dif- 
ferent attitudes toward the feelings of other children as com- 
pared with those of our parents. Perhaps initially we are 
annoyed, but not particularly upset, by the unfriendly feel- 
ings of other children—after all, they are not as important to 
us as Our parents are. In effect, we are saying that the atti- 
tudes of other children do not matter as long as we have the 
love and acceptance of our parents. Or, to put it differently» 
at this age we have enough to worry about in keeping on the 
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good side of our parents without becoming too concerned 
with the feelings of other children. Furthermore, if our feel- 
ings become too ruffled by our encounters with our peers, 


we can always find solace and comfort in the arms of our 
parents, 


THE CHILD IN THE PLAY GROUP 


Most children of preschool age enjoy playing in the company 
of other children, even though they may be uninterested in 
playing directly with others. At first, the child’s activities in 
the group may be characterized as “parallel play.” If we 
watch two- and three-year-olds in a sandpile, we note that 
they are busy digging, filling and emptying pails, and filling 
up holes largely on their own, without much concern for 
what their neighbors are doing. There is very little coopera- 
tive effort, and such cooperation as does exist does not last 
very long. 

With four- and five-year-olds, there is an increase in co- 
Operative play. Children of this age are more likely to form 
small groups and engage in some joint undertaking. Their 
attention span is longer, their play more complex and adult- 
like, and the number involved in the group is larger. How- 
ever, both the composition and the structure of the group are 
tather loose, and the membership may change from day to 
day or even from hour to hour. Furthermore, some members 
may participate in cooperative play for a while and then re- 
vert to parallel play without leaving the neighborhood of the 
Stroup. 

The behavior of children at this age is relatively little af- 
ected by the standards of his peers and age-mates. This is 
Partly because the group lacks the cohesiveness and solidarity 
needed to develop and enforce standards, but principally 

€cause children this age feel no need to develop standards 
their own. After all, they have their hands full trying to 
conform to the standards that adults have set for them. How- 
ever, they do communicate and at times attempt to enforce 
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the standards that adults have taught them. But their power 
is weak, for groups at this age level do not have the close- 
knit, cohesive, and persuasive qualities possessed by older 
groups of children. The preschool child tends to deal directly 
and individually with his peers and age-mates. This is both 
an advantage and a disadvantage for adults charged with 
the responsibility of supervising children of this age group. 
On the one hand, children of this age are suggestible and are 
cooperative within the limits of their maturity, but on the 
other hand, their attention spans are short and they are 
highly distractible, particularly in groups. Often, when chil- 
dren get together in groups and something occurs to stimu- 
late them, they will interact on each other and produce a 
chaotic situation that temporarily defies the efforts of adults 
to restore equilibrium and quiet. Nevertheless, there are 
compensations: adults in charge of preschool groups do not 
have to be concerned much about group feeling and morale, 
and they do not have to deal with the problem frequently 
faced by leaders of adolescents and preadolescents of “the 
group being against them [1].” 

Toward the end of the preschool years, the attitudes of 
other children become increasingly important. There is much 
variation in the rate with which this change occurs, for it de- 
pends on a wide variety of factors. Some children are very 
close to their parents and do not feel the need for the com- 
panionship of other children as soon as do others, Hence, 
they are less likely to attach the same importance to the at- 
titudes of other children than, say, the child who is thrown 
on his own resources, so to speak, at an earlier age. As a re- 
sult of this variation in development children enter school at 
differing stages of maturity with regard to their awareness of 
the attitudes and feelings of other children. 


THE PLAYMATE RELATIONSHIP 


About the time of entering school—earlier for some children 
and later for others—the child is likely to develop a close 
relationship with one or two other children. These groups 
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seldom are very large; it is as though the child cannot give 
his attention (or his love, if you like) to several children at 
once. You can observe this when two children are playing 
together happily. A third child comes up and wants to enter 
into their play. They vehemently object to this. If an adult is 
successful in getting them to admit the third child, the ar- 
rangement may succeed, or it may not, depending, among 
other things, on the social maturity of all three children. In 
general, however, these “close playmate” arrangements are 
“closed corporations” as far as the child on the outside is con- 
cerned. What frequently happens is that the outsider finds 
another child who is not a member of a closed group and to- 
gether they form a two-member group of their own. Some- 
times the less mature child needs adult help at this stage— 
that is, the adult must locate the other child and bring them 
together with the suggestion that they might like to play to- 
gether, 
Children in nursery school often have a hierachy of pref- 
erences in their playmates. For example, June and Mary may 
e inseparable pals all day long. When Mary is home with a 
cold, June may prefer to play with George. A few days later, 
ary comes back. George tries to continue his relationship 
with June. June prefers Mary, but she has enjoyed playing 
with George, so she does not object including him in the 
Stroup. But Mary regards her relationship with June as her 
exclusive property and, in four-year fashion, she expresses 
her resentment at his intrusion in a stream of “bathroom 
anguage,” George’s reactions to this treatment will depend 
On his personality pattern and his level of maturity, He may 
Tun crying to the nearest adult, he may try to hit or push 
ary, he may reply with some bathroom language of his 
Own, or he may wander off and look for something else to do. 
e social structure of a nursery school is composed of a 
number of such “pal relationships,” some of which last for a 
a Weeks and some of which continue for months and years. 
Pei children in this stage of social development participate 
Ctively and intensively in such arrangements, others involve 
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themselves less intensively and spend part of the time play- 
ing alone, whereas still others never participate in a group 
activity except when supervised by adults. The “parallel 
play” of this age is really individual play in the company of 
other children. This may be a sort of compromise between 
playing alone and participating with others. For example, a 
child may be mature enough to want other children about, 
but not mature enough to want to involve himself in any 
kind of group activity. 


HOSTILITY, AGGRESSION, AND 
NEGATIVENESS 


The first social interchanges of children (under eighteen 
months) tend to be negative, the results of getting into each 
other’s way or taking toys from each other. As they begin to 
enjoy each others company in parallel or in cooperative 
play, positive expressions increase. Children of this age are 
likely to express their frustration and hostility directly, by 
pushing or hitting each other. Toward the end of the pre- 
school period, verbal aggression gradually takes preference 
over physical aggression. 

The question often comes up among adults who work with 
children of this age as to whether adults can make any real 
contribution to promoting cooperativeness and eliminating 
combativeness. M. H. Appel observed a number of nursery 
school groups in which the policies differed with regard to 
the fights and quarrels of children. In one of the schools 
there was more frequent interference in quarrels by teachers 
than in another group. During the first year of observation 
the children who were subject to more interference had 
fewer quarrels than the children who had more freedom. 
However, the following year, when the groups moved on 
each to a different kindergarten, the children who had done 
little fighting doubled the frequency of their quarrels, 
whereas the other group actually engaged in less fighting 
than they had during the preceding year [2]. A comment 
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made by Arthur T. Jersild, in reviewing this research, is par- 
ticularly pertinent: 


A finding such as this does not mean that a child of three or 
four has within him a certain amount of fight which he must 
get out of his system; rather it suggests that children must 
practice and have experience in order to work out their tech- 
niques of dealing with one another [3]. 


Children’s relations with adults are marked by resistance 
and negative feeling during the third year of life, as we have 
noted elsewhere, but as children develop normal anxiety and 
accept some of the demands and requirements of society, 
much of this negativism diminishes. After reaching a peak 
at the end of the third year, it subsides for a while, only to 
increase again during the fifth year, whereupon it drops off 
again during the sixth year. However, the general trend is in 
the direction of less negativism. Probably the child’s growing 
abilities to express himself and to understand what is re- 
quired of him are factors here. 


THE EARLY SCHOOL YEARS 


MAKING THE ADJUSTMENT TO THE 
CLASSROOM GROUP 


Entering school is the beginning of an important stage in the 
emotional life of the child. It is a crucial point in the process 
9 development which will eventually prepare him for life 
independent of the control and support of his parents. Some 
children find this change from the intimate relationships of 
the family to the more impersonal atmosphere of the school 
upsetting and alarming. Sometimes this happens because 
` ey do not know how to establish relationships with other 
Children, Very often their uneasiness in this new situation is 
aggravated by the attitude of one or both of their parents, 
Who are afraid that their children are not ready to cope with 

angers of life away from home. First-grade teachers ordi- 
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narily realize that they are likely to encounter problems of 
this sort among their pupils and are consequently prepared 
to play the temporary role of the substitute mother when the 
need arises. 

Although virtually all children run into some difficulties in 
adjusting to life at school, most of them are able to work out 
their problems successfully, thanks to their own natural 
tendencies toward good emotional health, as well as to the 
aid of understanding parents and teachers. Those children 
whose social development is retarded at the point of enter- 
ing school frequently catch up with their contemporaries 
within a few months. A few children are unable to make an 
adequate adjustment to the demands of the new situation, 
and thus become “problems” which remain unsolved, often 
year after year. 


THE PLAYMATE RELATIONSHIP IN EARLY 
SCHOOL YEARS 


By the time children start school, most of them are enjoying 
the company of other children and feel lonely and rejected 
when they are excluded from the play of others. Play groups 
are small at first, and there is a tendency for the playmate or 
“best pal” relationships to occupy the attention of children 
this age. Play groups tend to be small because children are 
not yet ready to share their affections and to involve them- 


selves very deeply in the lives of others. According to Helen 
Hall Jennings, = 


At this stage of their development children are apparently 
not very conscious of the impression they are making on one 
another and are relatively self-centered. Shared experience and 
reciprocated affection do not seem as yet to have the great im- 
portance for the individual which they are to have a little later- 
Difficulties between little children arise largely out of this con- 
text of knowing little about each other’s feelings. The task of 
adjusting to other people is one of the big problems in their 
world [4]. 
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According to Jennings, the number of paired friendships 
increases sharply in the second grade, and again at the 
fourth, sixth, and eighth grades, as well as in high school, 
although during the middle elementary years, such associa- 
tions are almost entirely between members of the same sex. 
About the fifth or sixth grade the social pattern of the class- 
room becomes more complex. Children belong less exclu- 
sively to one small group of friends, but often become mem- 
bers of “chains” of friends. For example, Helen and Josette 
may be close friends, but Helen is also a good friend of 
Wilma, who is a good friend of Donna, who is also a close 
friend of both Jean and Clara. There is also a tendency for 
closely knit groups or cliques to appear. Jennings believes 
that this latter phenomenon is due to the fact that children 
of this age have become thoroughly aware of adult society as 
well as of their own need to declare themselves independent 
of it, By banding together in small groups they satisfy their 
need for mutual support [5]. 


THE PLAY GROUP DURING THE EARLY 
SCHOOL YEARS 


To the outsider, the person who has not worked much with 
children, the concern and interest displayed by psychologists 
and educators in the play of children is perhaps puzzling. 

fter all, since play is a form of amusement and hence not a 
Serious matter, why take it so seriously? 

One of the answers to this question is that play is a very 
serious matter to children. At times, it is the main focus of 
their life, Tt constitutes the means whereby they express 

lemselves, try out behavior, and learn about their physical 
ang Social environment. Another answer is that we can learn 
So much about children through watching their play, in spite 
‘a the fact that our cultural biases lead us to minimize its 
Portance, Clara Lambert says: 


The play life of a child between the ages of six and eight is 
a mirror reflecting his inner life. At play he exposes the work- 
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ings of his personal life, tackles problems of relationships, and 
tries to solve them. . . . 

Children who cannot or do not play find it more difficult to 
make adjustments to their friends, to their families, to school, 
and to the world. . . . When one parent was told about the 
power of play, be it messy, disjointed, or destructive, she re- 
plied, “It cant be too good for them. They enjoy it too 
much [6].” 


The degree of social consciousness of the child in this age 
bracket is revealed by the games he prefers. He is more in- 
terested in individual-competitive games like tag and hide- 
and-go-seek than he is in team sports, like basketball and 
volleyball. He enjoys competition, but he lacks the social 
skills to cooperate smoothly. When he plays, he still prefers 
small groups, and the leaders that arise at this age are lead- 
ers of small groups. However, the spontaneous groups that 
are formed at this age are larger than they are with pre- 
schoolers. Furthermore, they stay together for longer periods 
and accomplish more. 

As children become more important to each other, they 
gain the power to create happiness through acceptance an 
anxiety and sorrow through rejection. On occasion, they are 
warm and enthusiastic, but also, on occasion, they can be 
cruel and heartless. Thus the child who enters the third 
grade several weeks after the start of school, when play 
groups are already formed, may experience difficulty and 
distress before being included in the playground activities. 
And children who are looked upon as “different”—becaus¢ 
of ethnic background, religion, or social class—may never €x- 
perience the feeling of being completely accepted. One can- 
not help noting that in many ways children of this age ave 
like adults in their patterns of acceptance and rejection CX 
cept that they are much more open and direct. Martha May 
Reynolds makes this sage observation regarding the socia 
relationships of children of this age group: 
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The study of social development should teach us more than 
how five-, six-, and seven-year-olds behave in groups. It should 
help us understand the give-and-take of group work, of com- 
mittee management on the adult level. Through it we should 
develop a willingness to question our own behavior izi 


RELATIONS WITH OTHERS 


During this period of development children continue to show 
an increase in their ability to communicate verbally, particu- 
larly as they pick up new vocabulary in and out of the class- 
room at school. However, the use of a common activity as a 
“means of communicating belongingness and acceptance has 
Sreat appeal. Hilda Taba gives the example of six children 
Sitting around a table. If one starts to paint a boat, the others 
may paint boats too [8]. By imitating him and by all working 
at a similar task, a feeling of relatedness is built up among 
them. After a day or so of boat painting, they are ready to 
8° on to ideas of their own. They feel free to do so because 
they have had the experience of achieving a measure of 
Mutuality, of shared experience. Teachers can often help 
children build confidence and allay their anxieties about be- 
mg in a new group by providing manual activity that they 
Can do in small groups. Even older children and adults often 
enefit by being handled in similar fashion. An example of 
the latter is the weiner roast attended by people who do not 
now each other very well. The hostess may help people be- 
Come acquainted by giving them jobs to do as small groups. 
Children in the early school years do not communicate all 
of their feelings directly, although some of the clues they 
Šive are quite obvious. Children of this age group tend to be 
quite Self-critical—they are keenly aware of the gulf that lies 
tween what they can do and what older children and 
adults can do, and to display what they consider to be their 
p uny efforts often embarrasses them. They may express this 
mMbarrassment in one of two ways: by shyness or by boast- 
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fulness. In either case, the basic cause is likely to be the 
same—feelings of inadequacy. Sometimes direct reassurance 
will help, but more often a child can be given temporary help 
by being assigned some task that is well within his scope of 
ability. However, like so many problems that involve anxiety, 
there are no easy solutions. Many a child in this period will 
never really drop his feelings of inadequacy until he can 
actually do well what he has set his heart on or until he 
passes ‘on into another stage of development where differ- 
ences in accomplishment appear to matter less. 

There is less combativeness during this period than there 
is among preschoolers. Children are beginning to find out 
how to disguise or conceal their hostilities and how to avoid 
some people and seek out others. Frustrations probably evoke 
just as much hostility in the primary grades as they do in the 
preschool years; it is just that older children are learning to 
handle their hostility more skillfully (more in keeping with 
cultural norms and standards). 


PREADOLESCENCE 


BEHAVIOR PATTERNS OF 
PREADOLESCENTS 


There has been much research on adolescents and children 
in the earlier school years, but relatively little on preadoles- 
cents. Some one has suggested that this is because a pre- 


adolescent will not stand still long enough to be observed. 
Fritz Redl characterizes them as follows: 


Outwardly, the most striking thing about them is their ¢* 


treme physical restlessness. They can hardly stand still, ran- 
ning is more natural to them than walking, the word sitting 1s 
a euphemism if applied to what they do with a table and # 
chair. Their hands seem to need constant occupational therapy 
—they will turn up the edges of any book they handle, will 
have to manipulate pencils, any objects near them, or any 0P° 
of the dozen-odd things they carry in their pockets, or eve? 
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parts of their own body. ... The return to other infantile 
habits is surprisingly intensive in many areas: even otherwise 
well-drilled and very house-broken youngsters may again show 
symptoms like bed-wetting, soiling, nail-biting, or its substi- 
tutes, like skin-chewing, finger-drumming, etc. Funny gestures 
and antics seem to turn up overnight with little or no reason 
—such things as facial tics, odd gestures and jerky move- 
ments, long-outgrown speech disorders, and the like [9]. 


No period of childhood development is characterized by 
such marked contrasts. On the one hand is a strong desire for 
Privacy and secrecy, and on the other is a marked tendency 
to act in a silly, almost exhibitionistic manner. On the one 
hand may be an attempt to show off one’s sexual knowledge 
by telling smutty jokes, and on the other may be a shame of 
undressing and bathing before one’s own parents. 

There is a “war between the sexes,” in which boys and 
girls vie with each other in taunts. Girls egg boys into teasing 
them or playing tricks and then get boys into trouble by 

telling.” For their part, boys appear to collaborate en- 
thusiastically in this process. One principal once became so 
Concerned about the girls’ complaints of being teased by boys 
on the way home from school, that he let the girls out a half 
lur early, When the boys came out, the girls were waiting 
Or them [10]. 

Although both boys and girls complain about their treat- 
ment by the opposite sex and are immediately alert to point 
Cut any real or fancied favoritism accorded the opposite sex, 
ae rivalry apparently fills a psychological need of the mo- 
« Cnt. The preadolescent enjoys situations where he has an 

enemy,” and the “warfare” between the sexes provides him 
with someone who is against him and who he can be against. 


THE GANG 


G é 

ie fit into this picture very well, because gangs are 

Sps that flourish on conflict. Inasmuch as the preadoles- 
nt is a conflict-seeking and conflict-creating person, the 
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gang is much more suited to his purposes than the more 
loosely structured play groups of earlier stages of develop- 
ment. The gang demands and gets the fierce loyalty of its 
members. Wherever possible, its members will adhere to its 
standards in defiance of the requirements that adults attempt 
to enforce. 

The gang does three things for the preadolescent: it per- 
mits him to escape, at least part of the time, from the domi- 
nation of adults; it gives him a code or standard of behavior 
to replace the standards of society he is rejecting; and it gives 
him reassurance and support in his rebellion against adult 


control. Fritz Redl describes the urge to form gangs as fol- 
lows: 


In no other age do youngsters show such a deep need for 
.... gang formation among themselves as in this one. From 
the adult angle this is usually met with much suspicion. Of 
course, it is true that youngsters will tend to choose their com- 
panions from among those who are rejected, rather than ap- 
proved of, by their parents. Perhaps we can understand why 
the more unacceptable a youngster is on the basis of our adult 
behavior code, the more highly acceptable he will be in the 
society of his own peers. . . . 

. . . . Now he enters the magical ring of peer-codes. And 
the code of his friends differs essentially from that of adult 
society. In some items the two are diametrically opposed . - - 

The change from adult-code to peer-code is not an easy 
process for a youngster but full of conflict and often painful. 
For, while he would like to be admired by his pals on a peer- 
code basis, he still loves his parents personally and hates to see 
them misunderstand him or have them get unhappy about 
what he does. And, while he would love to please his family 
and be again accepted by them and have them proud of him, 
he simply couldn't face being called a sissy or be suspected of 
being a coward or a teacher’s pet by his friends. . . . Thus 
you find youngsters so scared of being thought bad by their 
parents that they don’t dare mix happily with children of their 
own age; and you find others so keen to achieve peer status 
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with friends of their own age that they begin to reject all pa- 

rental advice, every finer feeling of loyalty to the home, and 

accept all and any lure of gang prestige even if it involves de- 

linquent and criminal activity [9]. 

Not all preadolescents engage in gangs or ganglike activi- 
ties. These tendencies, at least in part, depend upon the need 
of the children to rebel and consequently to court the ac- 
ceptance of their peers. Some preadolescents find that their 
needs are best met by continued association in loosely struc- 
tured play groups, and they may meet their needs for defi- 
ance against adult society by participating in secret and ex- 
clusive but short-lived clubs, an activity that calls for much 
less emotional involvement than does participation in gangs. 
This pattern is more typical of girls, who are much less gang- 
minded than boys, and whose conduct is generally less dis- 
Organized and antisocial during the preadolescent period. 

Obviously, working with preadolescents places a strain on 
the patience and forbearance of adults. However, some of 
Cur difficulties in working with this age group are the prod- 
uct of our own unrealistic expectations. Martha May Reyn- 
olds Suggests that we are bothered by the behavior of pre- 
adolescents because it is obvious that we mean so very little 
to them; the comings and goings of adults have no interest 
to them [11]. Redl and Wattenberg say that we must de- 
velop objective attitudes and not let the low status that pre- 
adolescents accord us “get under our skin:” 


Grownups must be able to detach their own hurt feelings 
rom the real significance of events. On the one hand, they 
must be willing to sacrifice temporary popularity with the 
children when it is necessary to enforce clear limits on be- 
avior. On the other hand, they must have the courage to allow 
a wide enough margin for even uncomfortable transitional 
conduct, so that personality growth can take place un- 
Squashed [12]. 

The ab 
the b 


Ove advice provides a sound basis for dealing with 
ehavior of children and adolescents in any context and 
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at any age, but it is particularly applicable to relations with 
the preadolescent because of the jarring effect he has on our 
adult sensibilities. 

One further word of advice from the pen of Fritz Redl 
may be in order: 


Let’s not forget that preadolescents are much more expert 
in handling us than we ever can be in handling them. Their 
skill in sizing us up and using our emotions and weaknesses 
for their own ends has reached a peak at this age. . . - This 
means that if they [try to show] . . . how emancipated they 
are, they will choose exactly the trick that will irritate us most. 
_ . . Thus, some of them will smoke, curse, talk about sex, or 
stay out late. Some will stop being interested in their grades, 
get kicked out of school, or threaten to become the kind of 
person who will never be acceptable in good society. . - + 

But whatever surface behavior they display—don't fall for 
it. Don’t fight the behavior. Interpret the cause of it first, then 
judge how much and in what way you should interfere. Thus 
Johnny’s smoking may mean he is sore that his father neve" 
takes him to a football match, or it may mean he thinks you 
don’t appreciate how adult he already is, or it may mean that 
he has become dependent on the class clown. . . . 

In any case, all these things are not so hard to figure out. 
Instead of getting excited and disapproving of the strange be- 
havior, just open your eyes for a while and keep them ope? 
without blinking [9]. 


ADOLESCENCE 
VARIABILITY IN DEVELOPMENT 


Children in any unselected group, like a school grade or 
class, are at various stages of development at any given time. 
Thus there will be some children in a typical third-grade 
class who will behave like preadolescents, and some will þe 
a little babyish, while most of them will conform to the be- 
havior pattern we described as characteristic of children i? 
the early school years. As children become older, these gaP* 
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and differences in their maturity become more pronounced 
and act as a force that often hinders or threatens the devel- 
opment of solidarity and group feeling in the classroom. The 
disintegrative effects of these forces reach their peak, more 
or less, in the seventh grade. Alice V. Keliher points out that 
at thirteen and a half years of age, 60 percent of boys have 
not reached puberty, 33 percent are in the puberty cycle, 
and 7 percent have reached physical maturity, whereas only 
15 percent of girls have not reached puberty, 35 percent 
are in the puberty cycle, and 50 percent have reached 
physical maturity [13]. These differences in physical devel- 
opment also mean that the typical seventh grade is made up 
of individuals with widely varying interests, attitudes, per- 
ceptions, and needs. It is more difficult for seventh graders 
to work together cooperatively and to arrive at viewpoints 
in their discussions that are congenial to all members of the 
class. When one adds to this the tendencies of preadoles- 
Cents in the class to engage in aggressive and irresponsible 

ehavior, the difficulties experienced by many seventh-grade 
teachers become understandable. 

In adolescence, the hostility that was characteristic of the 
Preadolescent becomes more crystalized, more sharply de- 

ned, and less generalized. The preadolescent resents adults, 

ut it is more of a diffuse resentment—he is not really sure 
why he is resentful, although he is ready to come up with 
enough reasons on a moment's notice. However, the resent- 
Ment of the adolescent has a more consistent basis. Specifi- 
cally, he resents being treated as a child, and not being given 
a share in the decisions that affect him. 

Even so, there are inconsistencies in his resentment. 
ois H. Meek and others, writing about adolescent person- 
ality, note that adolescents 


. ` + + will often speak with envy of the great freedom en- 
Joyed by older brothers or sisters and at the same time bitterly 
resent the affectionate care lavished by parents on younger 
Members of the family [14]. 
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Adolescents not only show hostility toward parents, but 
also toward teachers (because they are parent substitutes), 
out-groups (members of lower-class and minority groups), 
and themselves [15]. P. M. Symonds made a study of the 
fantasy of life of adolescents through the use of a picture- 
story test and found that aggression was the commonest of 
the psychological themes appearing in the stories told by his 
subjects [16]. 

Another personality trait characteristic of adolescence is 
insecurity. Although adolescents may try to look, talk, and 
act like adults, they are chronically unsure of themselves. 
Much of their rebellious nonconformity and attention-seek- 
ing behavior is an attempt to “compensate” for their feelings 
of inferiority. 

However, adolescence is, in general a more “enlightened” 
age than is the preceding period. Caroline Tryon investi- 
gated personality traits admired by some 320 boys and girls 
when they were eleven and twelve years old and then com- 
pared her findings with a similar investigation conducte 
three years later. At the earlier point in their development, 
boys valued competence in group games, leadership ability, 
fearlessness, and willingness to take a chance. They also 
thought more favorably of being boisterous, aggressive an 
untidy than they did of being quiet, submissive, and too 
clean. Three years later, the same boys placed more empha- 
sis on social skills, poise, neatness in dress, and the qualities 
that go with what is commonly termed “a pleasing person- 
ality [17], z 

Mary C. Jones followed the interests of 142 boys and girls 
year by year from the sixth through the twelfth grade, using 
a questionnaire approach. She found that the number © 
children checking the item “secret clubhouse” decrease 
during the period, indicating a drop in “gang” interest. In 
terest in news magazines gained during this period. T enth- 
grade boys and girls favored the item “detective story maga” 
zine” over “a magazine with articles about the government 
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and world affairs,” but when they were in the twelfth grade, 
the world affairs magazine received about half the votes of 
the boys and about two thirds the votes of the girls. In gen- 
eral, there was a decline in interest in reading about roman- 
tic and glamorous characters and an increase in preference 
for factual, realistic reading matter. Although these trends 
are encouraging, one should not overlook the other findings 
reported by Jones, namely, that a very high proportion of 
adolescents of both sexes still preferred reading detective 
Story, motion picture, radio, and western story magazines to 
reading material dealing with world affairs [18]. 


GROUP LIFE OF ADOLESCENTS 


The social group that becomes prominent during this stage 
is the clique, William E. Martin and Celia Burns Stendler 
define a clique as a group of relatively few individuals, some- 
times of both sexes, and characterized largely by exclusive- 
ness and stability. It usually does not appear on the scene 
until adolescence and consists of a subgroup in a larger 
&Sroup. Martin and Stendler distinguish between a clique 
and a crowd by saying that a crowd is more likely to include 
both boys and girls. The latter is a larger group, less well 
Organized than a clique, and its membership is less stable 
[19]. 

James H. S, Bossard notes that a clique consists of children 
rom the same social status. There is a bond of intimacy, 
‘oyalty, and solidarity that unites the members, Membership 
Ina clique involves strong feelings of friendship and mutual 
responsibility to help each other, a common behavior pat- 
erm, and a loyalty to the clique in preference to other 
8toups, even including the families of its members [20]. The 
Clique is primarily a device that operates as a result of school 
*SSociations and is more characteristic of middle and upper 
Classes, 

The insistence on conformity exacted by the peer groups 
2 Preadolescence are, if anything, intensified in adolescence. 
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Few things worry an adolescent more than being different. 
Unfortunately, the great variability characteristic of this 
age group makes anxiety inevitable for many. To quote 
Arthur T. Jersild, 


If the child is fat, he is miserable; if he is skinny, he is sad. 
If he is tall for his years, he staggers under the responsibilities 
that fall upon him; if he is short, life is a bitter pill. The woe 
that goes with a big bosom is equaled only by the misery that 
comes with a flat chest. And so on [21]. 


EMOTIONAL CONFLICTS DURING 
ADOLESCENCE 

For many adolescents, the existence of two sources of au- 
thority, adults and the peer group, is a source of anxiety and 
conflict.’ Most of them resolve it by maintaining peer-group 
standards wherever and whenever possible and by yielding to 
adult standards only under pressure or threat of punishment. 
Most of them recognize that society is adult-dominated and 
that it is futile to struggle as long as the pressure is main- 
tained. But they delight in using the strength of the grouP 
to outwit authorities, as many a principal has found when 
he tried to discover who broke the cafeteria window. 

At the present moment of writing, the newspapers are 
carrying a story about the setting off of firecrackers by the 
residents of a dormitory at the University of Delaware. Un- 
able to abate this nuisance, the administration of the uni- 
versity threatened to close the dormitory. The firing of fire- 
crackers continued, and the dormitory was closed. It has 
now been closed a week, and the culprits have not been ap- 
prehended. 

Situations like these will appear whenever students feel 
the need to express their resentment of adult authority 
through openly aggressive behavior. The fact that group life 


1 This and the following eight paragraphs are taken for the most part from 
H. C. Lindgren, “The Problem of the Adolescent: Its Roots and Origins» 
The Clearing House, 27:195-202;1952. Reprinted by permission, 
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offers opportunities for communication means that members 
can learn of the resentful feelings held by others, can plan 
for revenge, carry through hostile acts, and can use the 
group as a means of protection against retaliation. 

In the adolescent period the peer group reaches new 
heights of power. Part of this power is derived from the es- 
sential nature of the adolescent conflict in our culture. The 
adolescent is approaching the adult in size, strength, and 
intelligence; yet he feels insecure and inadequate. He would 
like to think and act for himself; yet he feels the need to de- 
pend on more experienced people for advice and direction. 
On the other hand, he frequently resents offers of help and 
attempts to supply direction. He would like to be self-suffi- 
cient; yet there are many attractions in having adults nourish 
and care for him. In his more bitter moments he rejects adult 
Standards as phony, inconsistent, and unreasonable; yet he 
cannot operate without them and frequently is overly con- 
Scientious and hypercritical of his deviations from prescribed 
norms, 

Adults further complicate the adolescent’s problems in 
that they have not come to any clear conclusions about their 
expectations of adolescents. We tend to prolong the child- 
hood of adolescents far beyond the point where they can 
think and act for themselves. We wish they would take more 
responsibility, while at the same time we give them little 
pportunity to learn and to practice the skills of responsi- 

ility, Parents encourage them in their dependency, for they 
are reluctant to have them leave home, yet they feel that 
adolescents are capable of contributing to their own sup- 

Port. And when, as young adults, they do leave the home, 
Parents sometimes try to bind them with chains of gratitude 
—by gifts and grants of money. 

_ tt is no wonder that the adolescent is confused. In addi- 
tion to his interpersonal difficulties, the adolescent has other 
Problems; rapid and irregular growth, the development of 
Sexual functions and drives, plus a variety of health prob- 


220 THE CHILD AND THE GROUP 


lems. The adolescent's dilemma is neatly phrased in this 
statement by Gertrude Wilson and Gladys Ryland: 


It is easy to see why adolescents need nine or more hours of 
sleep and equally easy to see why, in the light of their emo- 
tional and intellectual needs, they oppose any such require- 
ment [22]. 


The development of the adolescent personality has par- 
ticular importance for those who work with groups of stu- 
dents of this age. The adolescent in school finds himself 
caught in the cross fire of two cultures—the adult culture 
whose demands and prohibitions are levied by teachers and 
parents and the peer culture of which he is a more or less 
active member. 

Each of these cultures brings powerful forces to play on 
the adolescent; each tries to capture him from the other; 
each levels the same penalty for nonconformity—rejection. 
Again and again the adolescent must decide whose rejection 
he must risk—that of the adults or that of the group. This 
decision is usually made with difficulty and occasionally with 
real anguish. 

It is at this point that the adolescent who as a child identi- 
fied himself with the adult culture has some real difficulties 
because he is torn between loyalty to his friends and retain- 
ing their companionship on the one hand and the assimila- 
tion of adult standards of behavior and loneliness on the 
other, for the adolescent who thinks and acts in adult ways 
must lead a life apart, unless he can find other adolescents 
who think and feel as he does. Thus, most adolescents re- 
main with their groups rather than suffer ostracism. They 
recognize that adults are unable to give them the acceptance 
based on equality that they can get from their group. 


THE SOCIAL MATURITY OF ADOLESCENTS 


The adolescent we have described in the preceding pages 
has moved several stages beyond the preschool child. He is 
less self-centered than the child of five and is able to “give” 
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more of himself. The groups to which he owes his allegiance 
not only provide him with the means for sharing friendship 
and love, but they also provide him with the means of coping 
with the demands of the adult world. 

There are some adolescents, of course, who have not 
reached this level of social and emotional maturity. A few 
seem to be at the prekindergarten level of social develop- 
ment, in that they cannot involve themselves emotionally in 
the life of even one other person. Others appear to be at the 
first-grade level, so to speak, because their friendships are 
the exclusive, paired relationships typical of these early 
years. Still other adolescents seem at the preadolescent stage 
in that they have been unable to make friendships with the 
members of the opposite sex. These less mature forms of be- 
avior usually signify the presence of conditions or forces 
that have prevented or are preventing them from developing 

ehavior more appropriate to their age level. 

When a child or adolescent is subjected to situations in- 
volving unusual stress and anxiety, he is likely to “lose” the 
More mature behavior which he displays under normal cir- 
Cumstances. In other words, there is a tendency for him to 

€come more worried about his own welfare and less con- 
Cerned about the welfare of his group. Even this tendency is 
lessened, however, with maturity because the more mature 
Individual is more likely to demonstrate group loyalty—a 
realization that the group welfare is also his welfare. He is 
Part of the group and the group is part of him, and if he be- 
trays his group in the face of stress and acts in a self-cen- 
tered manner, he is, in effect, denying this identity. 


THE CONFLICT BETWEEN INDIVIDUALITY 
AND CONFORMITY 


THE PROBLEM OF DIVIDED LOYALTIES 


This brings us to the problem we mentioned at the start of 


ae ©fapter—the ambivalence of children’s attitudes re- 
tding their relations with their groups. Again and again 
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children (and adults, too, to a lesser degree) are faced by 
the necessity of deciding whether they owe allegiance pri- 
marily to themselves or to others. To rephrase this more 
simply, the child or adolescent must decide at these times 
whether he is going to do what he wants to do or what others 
want him to do. Initially, this decision involves mainly his 
parents—should he follow his own inclinations or his par- 
ents’ desires? The small child usually works out some kind 
of compromise whereby he follows his parents’ wishes in 
most respects, and preserves as much of his individuality as 
possible. To a large extent, he takes over the ideas and atti- 
tudes of his parents as his own. If he is able to do this, then 
they become his ideas and attitudes and he feels more re- 
laxed about following them, for his rights as an individual 
are not challenged. However, in essence, he has given up 
some of his individuality and conformed to the standards 
and requirements of his parents in exchange for their con- 
tinued acceptance. In this way he avoids anxiety or reduces 
it to the minimum. If he is unsuccessful in bringing about 
such a state of affairs, he runs the risk of incurring anxiety, 
which, in turn, leads to emotional disturbances of yarious 
sorts. 

Much the same problem arises in the middle years of 
childhood when the child becomes a member of children’s 
groups which have a certain amount of “group feeling,” 
whose members, shall we say, have a consciousness of being 
identified with a recognizable group. Gangs, cliques, a? 
clubs are groups of this sort. These groups have a certain 
self-consciousness in that they see themselves as being dif- 
ferent from other groups and individuals in the society 
which surrounds them. They may heighten this feeling O 
being different by adopting a name, like the “Park School 
Frank Sinatra Club,” or the “Red Destroyers.” They may 
adopt a ritual or a secret password or a secret code. Any ° 
these devices help to sharpen the differences between group 
members and outsiders and to promote the solidarity an 
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feeling of closeness which are such important rewards of 
group membership. 


GROUPS MAKE DEMANDS ON THEIR 
MEMBERS 


In payment for the satisfactions provided its members, the 
Sroup exacts a price in return. It requires that its members 
adhere to certain standards of behavior and belief. For ex- 
ample, in order to belong to some gangs of eleven-year-old 
boys, one must hate girls. Not to hate girls, or to state openly 
that one does not hate girls, is to raise a question about one’s 
fitness for membership. A group of fifth-grade girls may be 
united by the common bond of loving their teacher. To 
them, she can do no wrong, and no member of the group in 
good standing would think of criticizing her. 

All well-knit groups, whether they are composed of chil- 
dren or adults, have such standards of conduct and belief for 
their members: they are an integral part of being a member. 
These standards are not necessarily related to the chief or 
avowed purpose of the group; often they are incidental— 
merely a way whereby the group exercises its uniting influ- 
ence. Thus, the group of eleven-year-old boys we mentioned 
m the above paragraph may have sand-lot baseball as their 
chief interest; hating girls is merely something which is ex- 
pected of each member. And the group of fifth-grade girls 
does not exist for the purpose of admiring their teacher; its 
’pparent purpose is to provide a means for the girls to have 
un together—to go to the movies, watch television, or go 
Swimming. Their admiration of the teacher is one of the 
Several bonds which unites them. 

he world of the child in school consists of several sorts 

° social relationships, each of which provides some rewards 
and satisfactions and makes some demands. There is a family 
Stoup, which helps to meet some of his more basic needs. 
e school also provides satisfactions, although these are of 
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a variable nature—that is, some children find school more 
enjoyable than others, and some schools are more likely to 
meet the needs of children than are others. In any case, chil- 
dren have no choice about going to school; hence, by going 
to school they avoid the disapproval and punishment which 
would result if they chose not to attend. Going to school is, 
therefore, a way of avoiding anxiety. Then there are the 
small informal groups of children we have described in the 
above paragraphs. They minister to the needs for love, ac- 
ceptance, and status that otherwise might go unfilled. To 
participate in the classroom groups and activities of the 
school also provides satisfactions and social contact which 
the child needs. 

There is also the social group which we call “the adult 
world,” represented largely by teachers and parents. Teach- 
ers and parents play dual roles—one being the “helpful” 
role, the role of personal, emotional support, which is usually 
on a person-to-person basis. The other role is that of “the 
representative of the adult world,” in which the parent or 
teacher interprets the outside world and says, in effect, “This 
is how things are done; these are the things you ought to 
think about because you will have to work with them later;” 
and, inevitably, “These are the things that you cannot do, 
and you must stop doing them.” In the first role, the parent 
or teacher acts the part of a giver, and in the second role, he 
acts the part of the group member who makes demands on 
another group member on behalf of the larger group. In ef- 
fect, he says: “If you wish to maintain your membership, if 
you wish to have us continue accepting and supporting you, 
you must conform in these details.” : 

In essence, all the groups we have mentioned make some 
demands on their members. They exact some measure 0 
conformity as a price for membership. Conformity has 4 
symbolic function in that it symbolizes the acceptance by 
the individual of membership in the group. By conforming he 
gives up some of his right to determine his actions for him- 
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self. And to some extent, he gives up some of his individu- 


ality. 


THE NONCONFORMIST 


There are, of course, individuals in many groups who do not 
conform easily. Often this difficulty is related to the fact that 
they have not really made up their minds whether they want 
to give up their individuality for the sake of group accept- 
ance. The inability or refusal of an individual to conform to 
group standards usually makes the other members of the 
group anxious. They may express this anxiety by talking to 
the deviating member, “putting pressure” on him in order 
to get him to change his behavior. If he continues to deviate, 
they may take measures to punish him—to let him know, in 
Some way, that they disapprove of his deviation. If member- 
ship is on a voluntary basis, they may force him out of the 
group. 

Translated into everyday terms, this means that the 
eleven-year-old boys referred to above will attempt to ridi- 
cule or play practical jokes on one of their members if, for 
example, he should walk home with a girl or do one a favor. 

common practice is to place the offending member “in 
Coventry,” if his deviation is considered serious—that is, no 
One speaks to him for a stated period of time. This is a severe 
orm of rejection because one of the values resulting from 
Contacts with others is the ability to communicate with oth- 
ers, To be rejected by one’s companions and to be unable to 
Communicate with them is cruel punishment indeed. 

hen membership in a group is involuntary, as it is in the 
Case of the family, the school, and society at large, the devia- 
tion of a member from the accepted standards for conduct 
3 SO results in increased anxieties. In the case of children, 
rejection and disapproval are usually expressed by persons 
m, charge—that is, by parents or teachers. Whether the other 
children in the group also express disapproval depends on 
Whether they accept the standards which are being enforced. 
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In many situations, the sympathy of the children is with 
the child being punished, because they have not accepted 
the particular standard being enforced or the right of adults 
to punish for its violation. In situations of this sort, they lend 
emotional support to the punished child. 


NEUROTIC REASONS FOR 
NONCONFORMITY 


The maturity of an individual, whether adult or child, is 
sometimes put to a severe test in matters of conformity: 
There are two important reasons why we may not want to 
conform: the first is immature and neurotic, and the second 
is mature and emotionally healthy. 

The immature and neurotic forces within us (and we all 
have them to a greater or lesser degree) lead us to seek the 
acceptance and support of the group, without taking any 
responsibility in return. Thus, a four-year-old may expect 
others to give him gifts, but he may have no intention O 
sharing his toys or his candy. Or, he expects others to con- 
sider his wishes and feelings, but he is inconsiderate of the 
feelings and wishes of others. The immature person in the 
middle grades would like to be accepted as a member of the 
groups he sees about him, but he is unwilling or unable to 
give up his own ways of doing things and is more concerne 
about his own feelings than he is about the feelings of others: 
In effect, he has decided that he would prefer to remain 
alone, rather than make the compromise which the group 
would require. Yet he is not completely happy with this de- 
cision; he would like to be accepted by others, but he is not 
ready to meet his responsibilities to the group. The grouP is 
aware of this, and they either reject or ignore him. ° 

The adolescent who has his troubles with adults is caught 
on a similar dilemma. He would like to be free from the 
domination of adults, free to make his own decisions. Yet ne 
is not ready to take the responsibility for the results of thes? 
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decisions. When he exceeds the speed limit and is fined by 
the traffic court, he expects his father to pay the fine. In 
short, he would like to retain the acceptance and support of 
the adult world, without adhering to the standards set for 
the conduct of members of society. 


HEALTHY REASONS FOR NONCONFORMITY 


But there is also a mature and mentally healthy reason for 
being concerned about conformity. As long as groups make 
rules and establish standards that are beneficial, there is no 
great cause for alarm. But often groups exceed reasonable 
limits and use their power to exact more and more con- 
formity to more and more rules and standards. This often 
Occurs when the group or its leaders feels threatened or 
anxious. When this occurs, there is a tendency for require- 
ments to be made more severe and more exacting. There- 
fore, the teacher who fears that his class may get out of con- 
trol is likely not only to punish every whisperer but also to 
look with disfavor on any child whose ideas differ from his. 
Or a gang may insist that no member talk to a teacher out- 
Side of class as a result of one of the members being humili- 
ated by a scolding in front of his class. 

When an individual who is capable of doing original 
thinking is continually forced to suppress his ideas for fear 
of offending an individual or group who insists on complete 
conformity, there is likelihood that he will become discour- 
aged and will abandon originality in favor of complete and 
unthinking conformity. Thus, when we as teachers and par- 
ents insist on strict compliance to our ways of thinking, we 
should be aware that we run the risk of discouraging chil- 

ren who are ready to start thinking for themselves. 

Let us consider the situation faced by Miss Watson when 
She tried to teach long division to the fourth grade. 


Miss Watson did not enjoy teaching arithmetic, She had 
never been particularly good at it, and, in a way, she re- 
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sented having to teach it at all. Still, there it was in the cur- 
riculum, and there was no honorable way of avoiding it. Ac- 
tually, she felt a little guilty about her resentment because she 
disapproved of people shirking their responsibilities, and, 
goodness knows, she wanted to be a good teacher. She wanted 
her fourth graders to be as well prepared for the fifth grade as 
possible. And the remarks that Mrs. Wilson and Miss Dickson, 
the sixth-grade teachers, were constantly making in faculty 
meeting about the faulty preparation of the pupils they were 
getting did not help the matter any. She often wondered 
whether they were talking about preparation in arithmetic 
fundamentals, but she was afraid to ask. 

Miss Watson worked hard on preparing her presentations in 
arithmetic. She knew the textbook by heart, and could tell you 
what rule was on what page. Memorizing the textbook was 4 
big help, she felt, particularly when the time came to teac 
long division. Fourth graders had so much trouble with long 
division. 

Miss Watson’s fourth grade this year was nothing special— 
the usual number of behavior problems, two or three non- 
readers, and a couple of children with IQs over 120 who were 
not working nearly up to capacity. Ronald Pearson was one O 
these children. He never said much or did much in class. Miss 
Watson suspected that he spent most of his time daydreaming; 
Often she had to speak sharply to him because he had failed 
to respond when called on. 

And so it happened that on the day that Miss Watson pre- 
sented long division to the fourth grade that she did not notice 
that Ronald, instead of looking out the window with a dreamy 
look on his face, was actually watching the steps she was out- 
lining on the board. Perhaps ordinarily she would have notice 
his changed expression, except that she was so very intent 0? 
seeing that the children had a clear idea of the steps they fol- 
lowed in doing a problem in long division. In fact, she ha! 
just written a “7” when she meant a “9” and had to go back 
and retrace some of the steps in order to emphasize certain 
points. 


In the midst of this, Ronald’s hand shot up. Miss Watso" 
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wanted to ignore it and finish her presentation, but there was 
such a sense of urgency on his face. She nodded at him: 
“Ronald?” 

“Miss Watson—I just thought of this! Long division is a 
kind of subtraction!” 

Miss Watson felt the anger and irritation rise within her. To 
be interrupted at such a time by a stupid remark like that! 
But when she spoke, her voice was cold and hard. 

“Ronald,” she said, “if you would pay more’ attention to 
what goes on in this class and spend less time in daydreaming, 
you would be much better off. If you expect to pass in arith- 
metic in June, I suggest you put those wild and silly ideas out 
of your head and apply yourself to learning the steps in long 
division!” 

Ronald dropped his head and twisted his pencil, nervously, 
and Miss Watson knew that she had struck a telling blow. 
Later in the morning she wondered vaguely whether she had 
been too hard on Ronald, but when she had to speak to him 
three times when it was his turn to read, she wished she had 
spoken more severely. It seemed to her that what the boy 
needed was a good shaking up. 


It will be a long time before Ronald will dare to do his 
Own thinking in one of Miss Watson’s classes again. The 
chances are that he will retire to his dream world for the 
Test of the year. If he is fortunate to have teachers in later 
years who recognize his marked ability to analyze abstract 
Situations, his capacity for original thinking may grow and 

€velop in spite of this momentary setback. On the other 
and, if his attempts to think for himself are frustrated and 
ridiculed at every turn throughout school, he may become 
afraid to do anything beyond following directions. Con- 
ormity of this sort amounts to complete intellectual de- 
Pendency, a form of immaturity. The mature person is one 
be ap capacity to think for himself is continually growing, 
this is true of fourth graders as well as of adults. 
ere are, of course, many students in school whose emo- 
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tional health is better than Ronald’s (note that he day- 
dreams too much) and whose capacity for independent 
thought and action will continue to grow in spite of attempts 
of well-meaning adults to enforce unnecessary conformities. 
Tt is fortunate that this is so, inasmuch as one of the great 
resources of our nation is our ability to foster and utilize 
original thinking. However, this is a resource which could 
be developed more fully. Our concern here is not with the 
unusual individual whose intellectual powers develop in 
spite of our teaching, but rather with those many students 
whose attempts to think for themselves are discouraged and 
thwarted by adults more concerned with forcing children 
to adhere to strict routines than with helping them to grow 
intellectually as well as socially and emotionally. 


MAINTAINING A BALANCE BETWEEN 
FREEDOM AND CONTROL 


The problem of conformity is one of several which the 
teacher must face in his work of helping children to develop 
in ways which are mentally healthy. It is one which is both 


perplexing and exasperating. Teachers need to have contro". 


over their classes, and children need to be able to follow di- 
rections and observe reasonable limitations on their Þe- 
havior. Yet at the same time children also need to learn how 
to think and act for themselves and to observe limits 2"¢ 
standards of their own making. In order to carry out this 
dual responsibility, the teacher needs to maintain 2 flui 

balance between direction and control on the one hand, ane 
freedom for self-expression and self-determination On t aS 
other. And, as we shall discover in a later chapter, this W! 

involve some risks and some hazards. It is the teacher W. Be 
feels that he cannot afford to take such risks who usually © 
cides that it will be all direction and control and no free on 
In carrying out such a decision, he is more likely to deve op 
rebelliousness or an apathetic form of conformity among ” : 
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students than he is to develop an enthusiasm for learning 
and a capacity for self-expression and self-direction. 


2, 
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FORCES OPERATING IN 


CHILDREN’S GROUPS 


ANXIETY 


PRODUCT OF INTERACTION IN GROUPS 
persons who are keen observers of human behavior are some- 
times aware of a kind of tension or brittleness which devel- 
ops when individuals come together in groups. It seems more 
likely to be present when groups are composed of people 
who do not know each other very well, or when matters are 
proceeding in an unsatisfactory manner. 

It is highly probable that what they are observing is the 
expression of a sort of anxiety which is produced when peo- 
ple try to “feel their way,” as it were, into unfamiliar situa- 
tions, or when they try to cope with situations which are 
vague or confused or which do not seem to want to solve 
themselves. According to one group of writers in the field of 
human relations, “Anxiety is a natural and universal phe- 
nomenon whenever a group of people are assembled. One 
of the easiest and most frequent mechanisms employed to 
handle this anxiety is hostility [1].” 
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Our problem in this chapter is, roughly speaking, a three- 
fold one—to explore the sources of this anxiety, to discover 
how it expresses itself, and to discuss a few of the ways in 
which groups attempt to cope with or reduce their anxiety. 
The role of the teacher in dealing with this problem we shall 
leave to a later chapter. 

We have already touched on one possible source of anx- 
iety—the ambivalence or mixed feelings we have with re- 
gard to becoming members of a group at all. On the one 
hand, we need the companionship and acceptance of others, 
for our basic needs cannot be met without them, but, on the 
other hand, we dislike giving up what we feel is our right 
to make our own decisions and follow our own inclinations. 
In other words, we would like to enjoy the privileges of 
group membership without having to give up anything in 
return. 

Schools, too, produce anxieties knowingly or unknowingly, 
by requiring children to adopt patterns of belief or behavior 
which are at odds with the patterns followed by their fami- 
lies. Sometimes this conflict in patterns is inevitable and un- 
avoidable, as when children learn democratic ways of life at 
school which are in marked contrast to the more autocratic 
values of the Old World which predominate at home. But at 
other times the problem is made unnecessarily difficult, as 
in the case of the midwestern teacher who criticizes the 
pronunciation of a student who has recently come from Ala- 
Dama. More often it is the students themselves who pounce 
upon these differences and make life miserable for the child 


who is different. 


CONCERN ABOUT THE OPINIONS 

OF OTHERS 
The fact that we experience both satisfaction and frustration 
when we associate with groups would be cause enough for 
the anxieties and hostilities which arise. However, there are 
additional aggravating factors. Most of us are quite con- 
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cerned about what others think of us. To be in a group at all 
is to be “on trial.” 

The opinions and attitudes of the leader also cause con- 
cern. In adult groups the attitudes of the leader often reflect 
and represent the attitudes of the group, although this is 
not always the case, particularly when the group has no 
voice in the choice of a leader. In such cases, the attitudes of 
the leader are often at sharp variance with the attitudes of 
the group. This conflict is even more pronounced with school 
children. Not only is there a wide gulf separating the child’s 
world from the adult, but also the goals and attitudes of 
teachers are often at odds with the goals and attitudes of 
children. The conflict between these two modes of thought 
and feeling increases with the age of children, being at a 
minimum in the primary grades and reaching a climax in 
junior high and high school. It should be noted, however, 
that it is less of a problem in schools which have developed 
an active interest in the needs of children and are making 
some progress in meeting them. 

The point in this discussion which is of most concern to us 
here is that the school child is placed in the midst of a situa- 
tion which encourages the development of anxiety and 
hostility. On the one hand, he is concerned about the opin- 
ions and attitudes of his teacher, and on the other, he is con- 
cerned about the opinions and attitudes of other children. 
His task is often made difficult or impossible of solution by 
the fact that he must try to satisfy two groups of people 
whose demands on him often contradict each other. 

As a result of these factors, the gathering of children into 
groups and placing an adult in charge (in other words, put- 
ting them into a classroom) make them, as a group, less sta- 
ble emotionally, less reasonable, and more sensitive than 
they would be individually. Teachers often have the experi- 
ence of “reasoning” with a child outside of class and arriving 
at a good understanding with him, only to have him revert 
to undesirable patterns of behavior when he rejoins the class. 
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This phenomenon would not be so puzzling if we would re- 
member that the child in the group is to all intents and pur- 
poses not the “same child” as he is when he is separated from 
the group. And the wider the separation from the group in 
terms of time and space, the less effect the group has on his 
conduct and attitudes. 

An example of how behavior differs from the group situa- 
tion to the individual situation is provided by the experi- 
ences of Mr. LeBlanc and Mike Moreno.’ 


James LeBlanc, high school teacher of social studies, has a 
cross to bear this semester. The name of the cross is Mike 
Moreno. Mike is not a bad kid. He is a C plus student, usually 
turns his work in on time, is cooperative in group projects. He 
doesn’t try too hard, and is obviously working below capacity. 
Perhaps the latter symptom alone would have merited Mr. 
LeBlanc’s special attention, had it not been for another factor 
—Mike’s annoying habit of talking to his neighbors during 
class. 

Miss Witherspoon, the English teacher, does not have this 
kind of problem with Mike. She insists on “pin-drop” silence 
in her classes, and when Mike broke this silence the second 
time, she moved him up to the front row, where he was under 
constant scrutiny. True, she has problems with Mike, but talk- 
ing in class is not one of them. 

Mr. LeBlanc has deliberately precluded Miss Witherspoon’s 
kind of solution by his decision to organize and operate his 
class democratically as possible within the restrictions pre- 
scribed by tradition and common sense for the conduct of the 
high school classroom. He has encouraged students to pick 
their own seats, to help plan the instructional program, and to 
conduct as many of the class sessions as possible. Yet whenever 
the group is in total session, an annoying buzz from the back 
of the room indicates that Mike is talking to one of his neigh- 
bors. Mr. LeBlanc attempted a number of techniques. At first 


1 The following eight paragraphs are taken from H. C. Lindgren, “The 
Effect of the Group on the Behavior of the Individual,” Education. 73:383- 
87;1953. Rapeiated by permission. 
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he tried to ignore Mike, on the grounds that to recognize the 
disturbance would be to magnify it and to create more distrac- 
tion than actually existed. This did not succeed, for, as the buzz 
continued day after day, the class became restless and inat- 
tentive, and he himself became increasingly irritable. He tried 
making suggestions that all conversation cease. At first he made 
these suggestions pleasantly, but later he began to make them 
in a firm and incisive tone. It was no good. Mike would stop 
for about five minutes, and then would start in again. Mr. Le- 
Blane spoke to Mike about the matter casually outside the 
class, Mike was apologetic and appeared to be contrite, but 
the next day the subtle sabotage continued. There was nothing 
grossly delinquent about this behavior, yet Mr. LeBlanc felt 
that the morale of the class was deteriorating. It was almost as 
though the class were waiting for this impasse to be resolved 
before settling down to work. 

Mr. LeBlanc’s own morale was affected, too. He knew that 
he could achieve an administrative solution of the problem 
by means of some drastic action as sending Mike to the prin- 
cipal’s office. Yet he felt that to do so would be to chill the 
pleasant, permissive working relationship he worked so hard 
to achieve with his classes. Furthermore, there was Mike him- 
self to consider. Undoubtedly there were hidden reasons why 
he acted as he did. Unquestionably Mike had his problems, 
too, and it might well be that an abrupt handling would 
worsen his adjustment to them rather than help him. Yet, on 
the other hand, Mr. LeBlanc felt somewhat like the man who 
had been condemned to torture by the constant dripping of 
water. His patience, his emotional reserves, his smoothly ef- 
ficient techniques were in danger of being worn away by the 
abrasive effect of the insidious and subversive murmur in the 
back row. 

And so Mr. LeBlanc chose the obvious solution—he asked 
Mike to see him after school. Only by getting at the source of 
the problem could he help himself, the class situation and, of 
course, Mike. 

The meeting, which was scheduled for thirty minutes, lasted 
two hours. It started with Mike being belligerent, resentful at 
having to give up a half hour out of his afternoon. Mr. Le- 
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Blanc was equal to this, he sympathized with Mike, and in the 
same breath stated that he, too, disliked giving up his leisure 
time. This took Mike aback, since he had expected a repri- 
mand for his insolent tone. His immediate reaction was to 
break into tears. Such kindness was unexpected, he had not 
deserved this, he ought to be punished, he knew he had been 
doing wrong, he could not help himself. After the storm had 
subsided, he told Mr. LeBlanc about his home life, about a 
father who was seldom home, about a stepmother who hated 
him and doted on her own two sons, about the complete, in- 
stantaneous, and unquestioning obedience which was expected 
of him. And Mr. LeBlanc understood how the permissive at- 
mosphere of his classroom had somehow upset Mike, how his 
latent hostilities had led him to “test the limits” of the situa- 
tion. Although Mr. LeBlanc used most of the interview to un- 
derstand Mike, he did not forget the purpose of the meeting. 
He ended the interview by carefully, yet pleasantly, discussing 
with Mike the importance of not disturbing the class. Mike 
understood and promised that the future would see a marked 
change in his behavior. 

His promise was good for one week. In the very middle of 
an interesting discussion of race prejudice, a low buzzing in 
the back of the room indicated that Mike was at it again. 


The point here is that individuals behave differently 
within the contexts of groups from the way that they do 
when they are operating on a person-to-person basis. When 
Mike was alone with Mr. LeBlanc, he was sincere in his good 
intentions not to disturb the class again. When he rejoined 
the class, this resolution continued for a short time, yet there 
was something about the group situation that made his con- 
tinued obedience impossible. If Mr. LeBlanc continues to 
meet with Mike after school, it may be that he can help him 
to overcome his behavior problem. If so, he will be aided by 
the realization that the Mike he talks to after school is not 
the same as the Mike who sits in the back of the class. Dif- 
ferent psychological forces play upon Mike, forces that make 
him behave quite differently in the two situations. 
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SYMPTOMS OF ANXIETY IN THE 
CLASSROOM GROUP 


The anxieties that grow out of the group situation express 
themselves by a variety of symptoms. Some classes never 
seem to “settle down.” They are easily distracted and seldom 
can concentrate on one subject for any extended period. 
Some classes seem to have “a chip on their shoulder.” They 
appear to resent anything the teacher says or does, whether 
it is part of the daily routine or whether it is a special favor 
that he has done to please them. Other classes are apathetic 
and seem to defy any attempts of the teacher to interest 
them in the curriculum. 

These are relatively extreme, but not uncommon, instances 
of classes whose anxiety and hostility run high. More usually, 
classes demonstrate an “on-again-off-again” type of be- 
havior. Sometimes they are interested and involved in the 
learning task which has been set them, and then at other 
times, for no discernable reason, they are apathetic, 
“mulish,” disruptive, or otherwise “uncooperative.” This is 
one of the chief reasons why the teacher needs to be an 
“artist in human relations.” It takes much insight, under- 
standing, and sensitivity to the needs of children to maintain 
one’s emotional balance, to restore the emotional equilibrium 
in the class, and to help it “get back on the track.” What hap- 
pens all too often is that the anxiety and hostility expressed 
by the class infect the teacher as well, whereupon he re- 
sponds according to whatever his characteristic pattern of 
handling anxiety happens to be. Usually this involves pun- 
ishment of some sort, although some teachers surrender to 
what appears to be inevitable. Some teachers put the class 
on a strict routine; others outdo themselves in trying to get 
the class to like them. All of these techniques may be quite 
effective and desirable at appropriate times and places. The 
question is: Are they being used as a result of a genuine un- 
derstanding of the difficulties of the group, or are they used 
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because this is how this teacher usually responds to anxiety 
generated in him by a hostile class? 

Although well-run classes are not immune to group-gen- 
erated anxiety and hostility, the effects of these forces are 
held to a minimum because their teachers have been suc- 
cessful in creating situations which afford satisfactions for 
basic needs rather than neurotic ones and which provide 
stimulus for positive growth in the direction of emotional, 
intellectual, and social maturity. However, the experienced 
teachers who supervise these classes are well aware that 
their groups are vulnerable to external and internal pressures 
which provoke immature behavior, and that anxieties and 
hostilities will sometimes get out of hand, in spite of their best 
efforts to prevent this from occurring. At such times the 
skilled teacher is able to put aside the work planned for the 
day and devote himself to the task of restoring the emotional 
equilibrium of the class. Usually this is not a lengthy process 
and may require only a few minutes, although often he may 
have to play this therapeutic role repeatedly. 


COHESIVENESS 


Turre are three factors or conditions which vitally af- 
fect the feelings and attitudes of groups as well as their abil- 
ity to “produce” in terms of learning. These are cohesiveness, 
morale, and climate. 

A cohesive group is composed of members who are aware 
of the existence of their group and who are strongly moti- 
vated to become involved in its activities. The members 
of a group that is not cohesive are not much interested in 
the goals of the group and instead are more concerned about 
their personal goals and interests. They may not even be 
aware that the group has an identity as such. Furthermore, 
the actions of members of a class which is not cohesive are 
often marked by a disregard of the welfare of others. 


By way of example, a group of eighth-grade boys began to 
disrupt the study period at the end of the history class by 
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shcoting wads of paper with rubber bands. Mr. Johnson, the 
history teacher, was helping a girl who did not understand one 
of the questions in the workbook. He had his back turned and 
did not see what was going on, although he realized that some- 
one was causing a disturbance. He turned around and spoke 
rather sharply to the class and said that if they did not behave 
themselves, the whole class would have to stay after school 
fifteen minutes. Then everyone settled down immediately and 
began to work diligently at the assignment—everyone, that is, 
except Ross Cutler, who had started the trouble in the first 
place. Ross was the class cut-up, and he seldom concentrated 
on anything unless it was some elaborate hoax or trick. This 
time, Ross waited till everyone had quieted down and Mr. 
Johnson had returned to his task of explaining the workbook 
questions. Then Ross took careful aim with a heavy wad of 
paper and succeeded in winging Mr. Johnson’s right ear. Mr. 
Johnson flared up and said that the class would have to stay 
after school. Some of the students were angry at Ross for get- 
ting them into trouble with Mr. Johnson, and causing them 
to be late in getting home, but most of them were amused. 
They talked about this escapade for days. Mr. Johnson had 


an even harder job keeping the attention of the class after 
that. 


The lack of cohesiveness in Mr Johnson’s class is in marked 
contrast to that of Miss Peter's fifth grade. 


On the day that Miss Peters had planned to start a unit on 
the health department, she received word that one of her stu- 
dents had contracted infantile paralysis. Although it was a mild 
case, it was improbable that the child would return to school 
during the remainder of the semester. Her announcement of 
this news had a subduing effect on the class. Usually, when 
they started a new unit they were quite active in asking all 
sorts of questions about the things they were going to do. But 
today, they were quite thoughtful and quiet. After Miss Peters 
had tried rather unsuccessfully to get their interest, she said: 

“I seem to feel that we have trouble in starting this new 
unit. Could it be that you are worried about Julia? If so, I 
think I can understand that. Even though Julia has only a 
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mild case, the thought that one of us could get polio is pretty 
frightening. Now the health department, which is the subject 
of our new unit, has something to do with polio, but maybe 
you'd like to talk about Julia first before we go much further 
with our new unit.” 

Within a short time, the feeling of tension lifted from the 
class and a lively discussion was in progress. It appeared that 
what was uppermost on the children’s minds was to do some- 
thing for Julia, to let her know that she was missed, and to 
keep her informed of what the class was doing. As a result of 
the discussion they decided that they would organize a “Julia 
Committee,” which would make arrangements for someone to 
visit Julia every afternoon, if possible, during the rest of the 
term. After that matter had been settled, the class turned with 
renewed interest to the unit on the health department. 


In Mr. Johnson’s class the behavior of one boy so disturbs 
the class that it becomes difficult for them to settle down to 
their assigned task. There is very little “group feeling” in this 
class, unless it is the feeling of the group against Mr. John- 
son. Miss Peters’ class has a different feeling about their 
existence as a group. The absence of Julia saddens and up- 
sets them because she is prevented from participating fur- 
ther in the group. Miss Peters’ sympathetic understanding 
of their feeling makes it possible for the group to develop 
ways of including Julia as a member through symbolic 
means; their decision to do this means that their solidarity 
as a group is increased even further. 


COHESIVENESS MAY HAVE A NEGATIVE 

EFFECT 
A group can also develop cohesiveness in ways which are 
detrimental to learning and emotional growth. This often 
happens when the goals of the class and the teacher are far 
apart. The harder the teacher works to get the class to move 
in the direction of his goals, the more they resist him. If the 
struggle becomes intense, many members of the class who 
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otherwise would be neutral or who would be inclined to fol- 
low the teacher come to resent the teacher and join with 
those who are opposing him. More usually, classes become 
apathetic and passive and refuse to learn, although they will 
go through the motions of completing assignments and pass- 
ing tests in order to avoid punishment. Such classes demon- 
strate a high degree of cohesiveness in their steadfast refusal 
to accept the goals of the teacher. 

Ruth Cunningham states that a group whose members 
have discovered common hostile interests or goals may de- 
velop a high degree of cohesiveness: 


It is interesting to note that there may be favorable climate 
in a group united in its hostility—against the teacher, against 
the school, or against society itself. In the classroom such a 
situation may be very uncomfortable for the teacher, but 
pleasant for the group. We quickly add, however, that this 
teacher has little chance to teach, in the broadest sense, for al- 
though the climate may be favorable, there is no teacher lead- 
ership [3]. 

Teachers are often aware that it takes a week or two of 
school before a class can begin to make any real progress in 
learning. This phenomenon probably results from the need 
of the class to “find itself” as a group or to develop some co- 
hesiveness before it can turn its attention to the tasks at 
hand. It can be argued that a class does not need a high de- 
gree of cohesiveness in order to learn effectively; yet it ap- 
pears that there is a minimum level which should be main- 
tained, otherwise the group will be vulnerable to distrac- 
tions. The minimum cohesiveness required appears to be 
related to the kind of activity. In general, those classes and 
subjects which require widespread participation in group 
work of various sorts demand a high degree of cohesiveness, 
whereas it is not so important in learning situations where 
students participate as individuals and do not interact very 
much with each other. Using physical education as an ex- 
ample, high cohesiveness would be desirable in team sports, 
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like football and basketball, but would be less important in 
track and field sports. 

Cunningham describes two situations that depict the 
elusiveness of the cohesive quality in classroom teaching: 


Miss Baxter had been trying all semester to develop a cli- 
mate of group feeling, by helping the group toward group 
goals, trying to establish self-management, and similar means, 
with but nominal success. Then came the election of officers 
of the student council. . . . The group, a tenth grade, which 
had felt rejected because new to the high school, found itself 
bombarded with campaign propaganda. It discovered it had 
position, force, and influence in the political structure of the 
school. Almost spontaneously, or so it seemed, the group 
achieved unity in order to wield its power effectively. Another 
tenth grade group, however, with a teacher less interested in 
group living, found the election just another disintegrating 
factor. It split into factions and subfactions, warring among 
themselves. Miss Baxter’s seemingly ineffectual attempts to 
develop group feeling found flower in an experience which was 
initiated by the group, but to which her earlier efforts had 
contributed. The line between unity and disunity is thin, yet 
carefully drawn in terms of previous as well as current experi- 
ences of the group [4]. 


MORALE 


Mora ze is related to cohesiveness, in that groups which 
have high morale are likely to be cohesive. Morale is the 
product of expectations. We say that a group has good mo- 
rale when it expects something satisfactory and satisfying 
to result from its labors. A student has good morale when he 
believes that he is capable of learning and that the situation 
in which he finds himself will aid, rather than hinder, his 
learning. A class has good morale when it accepts the de- 
velopment of emotional, social, and intellectual maturity as 
its main task, is optimistic about its ability to attain such 
growth, and feels confident in the ability of the teacher to 
help it grow. To put this in more specific terms, this means 
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that a first-grade class that has good morale will have confi- 
dence in its ability to learn to read during the year because 
they have the background and maturity required as well as 
the kind of teacher who will help them develop the required 
skills. Morale, for this first grade, will not entirely revolve 
around reading. They will also expect to learn other skills, 
including the ability to get along in a new, strange, and po- 
tentially frightening situation. From their initial experiences 
with their teacher, they feel that she is the kind of person 
on whom they can depend in time of need; they expect her 
to be a sort of unifying center of love and strength. And be- 
cause they are optimistic about the outcome, we say that 
their morale is good. 

Poor morale is indicative of individuals and groups who 
are discouraged. Because they have no genuine hope of suc- 
ceeding, they make no real efforts to do so. Discouragement 
and poor morale display themselves in apathy, cynicism, or 
in a wide variety of “behavior problems,” for the child who 
has lost hope is willing to try anything, particularly if he 
can “get back” at those whom he feels are responsible for 
his feeling of discouragement. 

Rudolf Dreikurs’ comment is particularly pertinent: 


-.. One factor stands out as the primary cause of de- 
ficient development; it is discouragement. Children who do not 
function to their full potential ability, either academically, 
socially, or morally, are all discouraged children. It is so much 
easier and more satisfactory to do well in all aspects of living. 
Every child would discover this satisfaction if he were not dis- 


couraged in his self-evaluation as to his abilities to do well or 
to measure up [5]. 


EMOTIONAL CLIMATE 


Tue third factor in this trio is “emotional climate,” or 
what is sometimes called the “feeling tone” of the group. 
Emotional climate is very responsive to the attitudes of peo- 
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ple who are significant to the welfare of the group, particu- 
larly those attitudes which are persistent over a long period 
of time and which encourage certain activities and discour- 
age others. The emotional climate in a classroom is partly a 
function of the teacher and his attitudes and partly a func- 
tion of the attitudes of the administration and the other staff 
members, The attitudes of these persons are in turn colored 
and influenced by the attitudes of the superintendent of 
schools, the school board, and the community at large. 

There are many varieties of climate. Kurt Lewin, Ronald 
Lippitt, and Ronald K. White experimented with three 
types, which they called autocratic, democratic, and laissez- 
faire [6], but above and beyond these there are many sub- 
varieties and variations. In some schools the prevailing atti- 
tude toward children is one of amused tolerance; in another 
it might be characterized as “no nonsense, mingled with 
kindness”; while in still another school it may be simply 
“you can’t trust kids.” But whatever the prevailing climate, 
it will have a powerful effect on the morale and cohesiveness 
of the classes in the school. 

Fritz Redl gives some examples of the kinds of disturb- 
ances that sometimes occur in the emotional climate of the 
classroom: 


The punitive climate is perhaps the most destructive of 
group morale and discipline of any classroom climate. It in- 
variably produces these . . . effects: teacher shows little re- 
spect for the persons of the children in her room, being so sure 
that she can manage their behavior by threat and fear anyway 
that she doesn’t bother about them as human beings; the 
pupils usually expect absolute acceptance or rejection on the 
basis of the teacher’s behavior code, and they usually fall into 
two groups—some rebel, hate, and fight back . . . and others 
identify themselves with the teacher out of fear and, there- 
fore, have to become moral hypocrites in their attitudes to- 
ward the other children. They are suspiciously submissive as 
long as the teacher is present, squeal on neighbors when they 
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get a chance, and, in general, develop a holier-than-thou atti- 
mide toward their pals. . . . 

The emotional blackmail climate is another distortion of 
healthy group living. It is a variation of the punitive climate 
but sails under a different disguise. In the emotional blackmail 
climate the teacher “loves” all children and says so at the rate 
of three times a minute. . . . In the emotional blackmail cli- 
mate, you don’t get punished if you do wrong, but you know 
you have to feel like a heel for three weeks afterward. The 
teacher in this climate produces a tremendous emotional de- 
pendence on her, exploiting it as the only source of influ- 
ence... . 

The group pride climate has a very healthy counterpart. 
What we mean here is the distorted case where the group 
leader tries to develop a strong emotional relationship of every 
group member toward the total group and then overfosters a 
feeling of vanity and conceit. . - » Good “teams” sometimes 
allow their team spirit to disintegrate into the climate I refer to. 

The group pride climate usually develops a high degree of 
group consciousness of a classroom as a whole, with a variety 
of positive attributes connected with such development. At the 
same time it produces a whole host of potential group execu- 
tioners who just wait for a moment when they can swoop down 


upon the unlucky devil who was a stain on group honor or 
reward [7]. 


Studies of group climate in educational situations have 
been made by J. Wayne Wrightstone, John G. Withall, and 
Hugh V. Perkins, Jr. [8, 9, 10, 11]. Wrightstone and Withall 
developed techniques and methods to measure certain as- 
pects of group climate, while Perkins, using the method de- 
veloped by Withall, investigated the effects of emotional 
climate on the participation and learning of six groups of 
teachers in in-service training near the University of Mary- 
land. Groups where the leader’s statements were categorized 
as reassuring, clarifying, or “problem-structured”® were 


2 Concerned with restating, describing, or explaining 


a problem growing out 
of the group discussion. 


EMOTIONAL CLIMATE 249 


classified as “group-centered,” whereas groups where the 
leader’s statements were categorized as directing, reproving, 
or defending were classified as “leader-centered.” (In gen- 
eral, the “group-centered” climate would most resemble the 
“democratic” climate created in the study of Lewin, Lippitt, 
and White, mentioned above, while the “leader-centered” 
climate would most resemble their “autocratic” climate. ) 
Perkins found that teacher-students in the group-centered 
groups displayed more objectivity and friendliness toward 
children in their discussion, whereas the discussions of the 
leader-centered groups were characterized by emotionality, 
coldness toward children, and conventionality. The implica- 
tion here seems to be that a superior type of learning takes 
place in situations that are group-centered than in those that 
are leader-centered. 


THE EMOTIONAL CLIMATE OF THE 
SCHOOL AND ITS EFFECT ON THE 
CLIMATE OF THE CLASSROOM 


Inasmuch as the classroom group does not exist in isolation, 
we can expect that it will be affected by the prevailing emo- 
tional climate of the entire school. Although the teacher will 
have more effect on the climate of his classroom group than 
any other person (because he has the most direct and most 
frequent contact), his efforts to change or produce climate 
may at times be nullified if they are contrary to the general 
direction of the prevailing emotional currents of the school. 


The superintendent who hired Miss Schwarz to teach at 
Riverton High School was impressed by the report he received 
on her from the principal at Pinetop. When asked about Miss 
Schwarz, the Pinetop principal stated that in spite of the fact 
that she had been teaching only three years, he considered her 
the most able social studies teacher he had ever seen. He was 
Sorry to lose her, he said, but he realized that he could not 
compete with the salaries at Riverton. 

Miss Schwarz looked forward to her job at Riverton with 
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interest and optimism. She had a satisfied feeling about her 
work at Pinetop but she felt that she needed the challenge of 
a new situation. She was sure that Riverton would provide this 
challenge. 

Toward the middle of October, during her first term at 
Riverton, she began to be aware that she was having difficul- 
ties of a sort she had never encountered before, The methods 
she was using required that students do research in the library 
with minimum supervision. She and the librarian had spent a 
great deal of time during the first three weeks showing the 
students how to look up material, take notes, and organize 
reports; yet, in view of the results she was getting, it seemed 
like time wasted. Students kept complaining that they did not 
know what to look for or where to find it. The reports they 
made were word-for-word repetitions of passages from ency- 
clopedias and popular magazines. Often students were unpre- 
pared because, as they said, they just did not know what she 
wanted them to do. F urthermore, the discussions which were 
so valuable and interesting at Pinetop never materialized at 
Riverton. They usually deteriorated into question-and-answer 
sessions, with Miss Schwarz doing most of the questioning. 

Her first reaction was to think that she was a failure as a 
teacher, yet she remembered the warm and satisfying suc- 
cesses which were hers at Pinetop. Her next thought was that 
the students at Riverton were less intelligent, yet she knew that 
a very high percentage went on to college and university— 
much higher than was the case at Pinetop. 

It was the librarian, Mrs. Rossetto, who gave her the key 
to the problem. Because of their work together at the start of 
the semester, they had come to know each other very well. 
While they were eating lunch together one day, Mrs. Rossetto 
said: 

“You know, I’ve been here five years, but during that time I 
don’t think any teacher has had her students use the library 
as much as you have in the seven weeks you have been here.” 

Miss Schwarz was surprised. She didn’t see how you could 
do a good job in social studies unless you got students to do 
extensive reading in the library. 

Mrs. Rossetto’s reply was that the other social science teach- 
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ers did have their students use the library, but mostly it was 
for specific assignments. She knew because they would come 
in and ask for specific books, whereas Miss Schwarz’s students 
came in asking: 

“Where can I find out something about the Point Four Pro- 
gram?” 

During the next week, Miss Schwarz thought a lot about her 
conversation with Mrs. Rossetto, and she asked some ques- 
tions, both of students and other members of the faculty. And 
that was how she discovered that the emotional climate at 
Riverton was different from that of Pinetop. 

At Pinetop, students were expected to do things on their 
own. They were encouraged to run their own clubs and com- 
mittees. If you went into a Pinetop classroom, you usually 
found the class in small groups, studying or talking, or in a big 
circle, discussing some issue or listening to a report. Students 
often presided as chairmen. The teacher was usually in the 
background, sometimes working with a student, sometimes lis- 
tening and observing. Even Mr, Jordan the boys’ physical 
education teacher, used to say that he was only a straw boss 
since he had turned over most of the coaching to high school 
seniors, 

But here at Riverton, it was different. Students sat in rows 
here and listened to lectures, did work at their seats, or re- 
cited. True, students were quieter than they were at Pinetop, 
but they were not as enthusiastic. Here the teacher was very 
much in the foreground and was expected to set the pace. It 
was no wonder she was having difficulty with her class, no 
wonder that they kept asking her what to do and how to do it! 


The reader can supply his own ending to this story. One 
Possible ending is for Miss Schwarz to go back to Pinetop 
where she was successful and happy in her work, even 
though it would mean a cut in salary. Another ending is for 
her to adjust her expectations of her students to those more 
Consistent with the emotional climate which prevails in the 
School. It is probably too much to expect that Miss Schwarz 
undertake to change the emotional climate of the school all 

y herself. There is not much that a lone teacher can do 
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against the opposition, or, what is more likely, against the 
apathy of an entire faculty. However, if she can find two or 
three like-minded teachers who are willing to speak up in 
defense of their professional beliefs, her chances for bringing 
about a change in the thinking of Riverton High School will 
be much improved. A faculty will usually ignore the efforts 
of a lone individual to get them stirred up, but the combined 
efforts of two, or, better still, three, or four courageous indi- 
viduals will arouse their interest and, sometimes, their sup- 
port in bringing about reform in curriculum or educational 
procedure. 


ROLES WITHIN GROUPS 


In THE last few pages, we have been concerned with 
how anxieties are aroused and reduced by events and forces 
which affect the total group. There are also ways in which 
individual members of groups attempt to reduce or avoid 
the anxiety produced by interaction with the group. One of 
these methods is the playing of “roles.” 

A role, according to Theodore M. Newcomb, is “a set of 
behaviors which are expected of everyone in a particular 
position, regardless of who he is [12].” Thus, a teacher helps 
students to read, takes attendance, hands out report cards, 
and attends faculty meetings because these behaviors are 
expected of one who occupies the position of a teacher. A 
student attends classes, listens when the teacher talks to 
him, and works at learning to read because these behaviors 
are expected of the one who occupies the position of a stu- 
dent. 

All of us, adults and children alike, play a variety of roles 
in our daily life. A woman may be a third-grade teacher, a 
wife, a chairman of the rummage-sale committee at church, 
and an active member of the Republican Party. A child may 
play the roles of student, son, second-class scout and mem- 
ber of the Wolverine Patrol, shortstop, and younger brother. 
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We have some choices about how we play our roles, but 
these choices are limited. A person who is a teacher may 
have a choice of being severe or permissive or of taking his 
summer-school course at the local college or the state uni- 
versity, but he does not have the freedom to go fishing on 
the first day of the season, if it is a school day, and he is not 
permitted to treat children with physical cruelty. A child 
who is a student has some latitude in whether he really be- 
lieves what the teacher says, but he may not carry on a con- 
versation with another child when the teacher is speaking 
directly to him. 

The point is that the behaviors which are appropriate to 
our roles are largely prescribed by society or by the groups 
of which we are members. 

The playing of roles is one of the ways in which we reduce 
or avoid the anxiety that would otherwise bother and upset 
us in a group situation. Knowing what others expect of us 
and acting accordingly helps take the uncertainty out of a 
situation. This reduces our anxiety, for anxiety breeds on un- 
certainty. Furthermore, by behaving in ways that are ex- 
pected, we avoid the anxiety that would be aroused if we 
deviated from these expectations. Suppose that a teacher 
forgets to take attendance in the morning. A ripple of tension 
runs through the class. In a minute or so the monitor will 
appear at the classroom door to pick up the attendance re- 
port and the teacher will not be ready! Then she catches 
herself and says: “Oh, I’m forgetting to see who is absent,” 
and the class relaxes. 

One of the ways that groups operate as groups is to assign 
Positions and roles to their members. This is another way of 
Saying that group members develop more or less well-organ- 
ized expectations of each other as a means of making mem- 
ber-to-member relations somewhat less disorganized and less 
unpredictable. 

Teachers generally are unaware, however, of the roles that 
the members of their classes play as they fulfill their fune- 
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tions in the classroom or playground group. These roles have 
great variety and purpose, and identifying them can be very 
helpful in understanding the emotional background of the 
classroom group as well as the individuals who compose it. 


Robert Delgado is a second grader who plays the role of a 
clown. Robert is the one who mimics the teacher when her 
back is turned, who draws pictures of her on the board when 
she is out of the room. In some ways the class accepts Robert 
because he can amuse them. When they are bored, they have 
little ways of “egging him on.” Sometimes he is caught and 
scolded. The class enjoys this, too, because it breaks the mo- 
notony of the school day. Robert is a very lonely boy, for he 
has no close friends among the other children in the class. So 
he does his stunts again and again as a way of drawing some 
acceptance from the group. 


Some roles are played on a temporary basis. Here is an 
example of a situation that was “saved” by a boy who played 
a temporary role: 


The junior class decided, in the course of their regular spring 
meeting, that they wanted to hold an informal dance. The last 
Friday of the month seemed like the most logical evening, but 
that evening was already scheduled for a special glee club 
practice. Some of the class officers were members of the glee 
club and would have to miss either the practice or the dance. 
Furthermore, it was the practice of the school to avoid con- 
flicts in scheduling extracurricular activities at night. It was 
evident that someone had to discuss the matter with the glee 
club and persuade them to change their meeting to another 
night, otherwise the dance would have to be postponed in- 
definitely. However, when the president tried to appoint a 
committee to negotiate with the glee club, he met with a series 
of refusals. No one wanted the job because the students were 
afraid of Miss Crawford, the glee club sponsor. She could be 
caustic and sarcastic on occasion. But if the class were to have 
its dance, someone would have to ask Miss Crawford to change 
her schedule. After three students had declined appointment 
to the committee, the president asked for volunteers, The class 
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was silent for a few seconds, and then Louis Svensson stood 

up and said that he would see Miss Crawford, if two other 

students would go with him. Two students quickly volun- 
teered, the class breathed a sigh of relief, and went on to other 
matters. 

Louis is temporarily playing a leadership role. The situa- 
tion calls for a leader. Louis sees himself as a person who can 
fill that role, and the group accepts him in that capacity. 
Perhaps he will not play such a role again in high school, or 
perhaps the class will recognize his leadership qualities and 
will elect him to some office. Or, very likely, they may accept 
him as one of their “unofficial leaders,” as distinguished from 
their elected officers, and look to him from time to time for 
guidance and direction. 

The actions of both Louis and Robert stem from anxiety. 
Louis’ action helped to reduce the anxieties that were build- 
ing up in the class meeting, anxieties produced by indecision 
and frustration. Robert’s anxiety is more personal. It is hard 
to say how he came to develop the role of the clown. Perhaps 
it was because school was so strange and unfamiliar to him 
and he missed the friendly warmth of his family. He was 
afraid of the teacher; she scolded him when he was unable to 
Stay in his seat. He was angry at the teacher for having 
shamed him in front of the other children. Some children 
would have become sullen, others would have wept, others 
would have shrunk back in their seats. But Robert’s reaction 
Was to wait until the teacher turned his back and then he 
pretended he was a teacher scolding a little boy—no words, 
just gestures. The class loved it. A snicker ran through the 
group, Robert felt the good, warm feeling of being appreci- 
ated, and the anxiety produced by the strange, new situation 
of school subsided somewhat. One success led to another, 
and before long, Robert had eased into the role which, to 
Some degree, will be his for life. It will be one of his chief 
Ways of coping with the anxiety which results from associ- 
ating with others in a group. 
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STUDENT EVALUATIONS OF LEADERSHIP 
BEHAVIOR 


Ruth Cunningham has gathered data to show that fourth 
and fifth graders are quite sensitive to how well their class- 
mates play the role of leader. She cites the following ex- 
amples: 


1. Leaders spread the participation in the group fairly. 
“Norma gives everybody a chance.” 

“She sees that everyone gets to give ideas.” 

“He got around to everyone.” 

“Sue is good in leading but plays favorites sometimes.” 


2. Leaders act as representatives of the group. 

“She wrote down the plans the way they came from us.” 

“Don wanted what we wanted to do.” 

“Gordon didn’t argue with us.” 

“I think Norma is a good leader, but sometimes she is too 
bossy.” 


“I liked everything Joan did except the way she told kids to 
shut up.” 


3. Leaders are skillful. 

“He got straight to the point and didn’t act silly.” 

“Marie was the best leader we ever had. She didn’t have to 
be told what to do.” 

“She knew how to get started and got things done.” 

“He never talked all the time like some leaders. He let us 
talk.” 

“Some were silly but she didn’t blow up. She is as good as 
any leader could be.” 

4. Leaders learn as they lead. 

“Betty is improving.” 

“I thought she got some good experience out of it and she 
learned to stand on her own feet.” 

“He was good after he got into it.” 


5. Leaders make themselves understood. 
“Sometimes she would write uphill and downhill and she 
would write so light you can hardly see the letters.” 
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“She talks so everyone can hear her and she could talk aw- 
fully loud.” 

“She talked so soft nobody could hear her. She never talked 
loud enough.” 


6. Leaders are free of personal mannerisms. 

“She was bashful and couldn’t stand still.” 

“She didn’t act silly.” 

“She didn’t show off and was very good in front of the 
room.” 


7. Leaders create a friendly atmosphere. 

“She was nice to us and she never fought with us and we all 
liked her.” 

“I have enjoyed him very much and I think the other kids 
liked him very much.” 

“Mabel was nice to us so we had to be nice to her.” 


8. Leaders overcome obstacles. 

“She’s good for only a 4A.” [That is, a good leader in spite 
of being younger than most group members.] 

“Gary is a good leader, even if he is a boy.” 

“She can’t write good so she had a scecktary [sic] but all 
but that she was good.” 


9. Leaders achieve results. 

“She got things done.” 

“We done what we wanted and learned what we wanted 
when Gary was leader.” 

“When she was leader things went right.” 

10. Leaders meet the general standards of the group. 

“I thought Marilyn was the worst planning leader we ever 
had and will ever have and I hope we never have one like 
her.” 

“Norma handled the planning as good as any child could.” 

“Patsy was a very good leader, and I don’t think we will 
ever have a better one [13].” 


OTHER ROLES 


The roles of “leader” and “clown” that we have discussed so 
far are only two of the endless varieties and variations of 
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roles that appear in children’s groups. Here are some others. 

The role of follower is perhaps the commonest. Groups 
cannot function unless someone follows, and any functioning 
group consists of more followers than leaders. Even in this 
common role there are many shades of differences, There is, 
for example, the passive follower who follows because he is 
unwilling or unable to think for himself. Followers of this 
sort are commonest in groups where the morale is low or 
where the emotional climate is highly leader-centered. Ac- 
tive followers participate through making contributions to 
the group’s thinking, planning, and acting. Active followers 
are likely to play leadership roles temporarily, as they make 
contributions that are more significant. In a well-knit, cohe- 
sive group, where the morale is high and the emotional cli- 
mate is group-centered, the leadership will not be centered 
in any one person but will be passed from member to mem- 
ber as the occasion demands, The higher the individual’s 
status in the group, the more likely he is to be an active 
follower; the lower his status, the more likely he is to be a 
passive follower. 

The role of saboteur is sometimes played by persons of 
low status who are inclined to express their hostility openly 
and aggressively or by persons of moderate or high status 
who want to wrest the leadership from the present leaders 
and who hope, by creating chaos, that they can take over the 
controls. If the leader is a teacher, saboteurs cannot, of 
course, actually take over controls, but they can set up a 
competitive form of leadership to attract the loyalties of the 
group members and to organize the group against the 
teacher. Saboteurs play their roles by making disturbing re- 
marks, by objecting to everything that is proposed, by pre- 
dicting that no good will come of the undertaking being 
discussed. Sometimes saboteurs express themselves with sin- 
cerity and even dignity and thus attract a large following. 
But if they are merely chronic saboteurs, whose chief abili- 
ties appear when there is something to oppose, it will be 
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difficult for them to lead their group in anything constructive. 

The role of adult-interceptor is one which is occasionally 
played by a child who has special skill in relating to adults. 
Louis Svensson’s role of temporary leadership contains some 
elements of adult interception. Another example is that of a 
group of teen-agers who want to go on a picnic. Before plans 
can be carried through they must secure the approval of 
their parents as well as permission to use a family car or two. 
They will select as their ambassador one of the members of 
their group who has a reputation for steadiness and maturity 
with their parents or one whose social status is a little higher, 
the idea being that parents will be led to say to themselves: 
“Well, if the Hellman girl is going, it must be all right,” or, 
“T don’t worry when George Bright is along; he’s so reliable.” 
Sometimes when children or adolescents get into trouble one 
of them serves as spokesman because, by common agree- 
ment, he is more able than they to express himself easily and 
readily to adults. 

No group can perform its functions if it is chronically dis- 
turbed by continued and violent differences among its mem- 
bers. When membership has lost patience with the wran- 
gling of the dissident members, someone is almost certain to 
appear from the group to adopt the role of peacemaker. It is 
his task to adjust the differences between the warring mem- 
bers or at least get them to keep their hostilities outside the 
activities of the group. The more a group is characterized by 
high cohesiveness and morale, the sooner some member will 
take on the role of peacemaker in order to forestall group 
frustration and disintegration. Once a group member has 
played the role of peacemaker, he is likely to be called on 
again, when occasion demands. 


THE ROLE OF THE “TEACHER S PET” 


The role of the teacher’s pet is an interesting one, particu- 
larly because it is so often misunderstood by teachers. Many 
teachers assume that the children in their classes who always 


~~ 
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know the answers and who turn in their work on time and 
according to the proper form are also the ones that the chil- 
dren of the class accept as their leaders. It always comes as 
something of a shock to learn that this is not so. 

The attitudes and actions of the teacher, the individual 
student, and the class as a whole need to be considered if the 
problem of the teacher's pet is to be understood. Some teach- 
ers create teacher’s pets by complimenting individual stu- 
dents in front of the class. Sometimes this occurs because the 
student has done exceptionally good work, and sometimes it 
happens because the teacher somehow seems more favorably 
inclined toward the student, often for reasons unknown to 
himself. The latter situation is understandable in view of the 
fact that many teachers feel psychologically isolated from 
their classes. This isolation is brought about through the 
difficulties which teachers and students experience in trying 
to communicate with each other as well as by the mutual 
suspicion which adults and children display toward each 
other. We can picture the teacher as trying to communicate 
with the class, trying to get them interested in studying and 
learning the material assigned. All too often these efforts 
seem doomed to failure; yet now and then a student re- 
sponds. Perhaps he responds by working hard at his assign- 
ments, perhaps he grasps some of what the teacher is trying 
to communicate, or perhaps he just looks sympathetic. Who, 
then, can blame a teacher who praises or favors a student 
under these circumstances? 

But let us consider the student who becomes favored in 
this way. Children who play the roles of teacher’s pets do not 
fall into them accidentally. Very often they have a strong 
need to identify themselves with persons in authority, such 
as parents or teachers. Sometimes this need arises because 
they are not popular with the group and thus come to look 
upon the teacher as a source of the love or acceptance they 
do not get from their peers. Sometimes we find this need in 
children who are highly competitive, who cannot become 
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strongly identified with the group because it is more impor- 
tant for them to excel. Such children are drawn to the 
teacher because he is the standard of excellence in the class- 
room. Often parents enter the picture by setting high aca- 
demic standards for their children. If children accept these 
standards as their own, it means that they must constantly 
strive for the teacher's approval. 

School children as a group are likely to isolate or reject a 
student who is, in their opinion, “too close” to the teacher, 
even if that teacher is a well-loved teacher. In their eyes a 
child becomes a teacher's pet if it appears that the teacher 
favors him over the rest of the group. This may occur if the 
teacher compliments a child even casually in a way that 
somehow reflects unfavorably on the ability of the other 
children in the class. It may even occur if a child produces 
more “right answers” or gets better grades than the class 
thinks he should. Although this evaluation is unfair in many 
respects, it is not an unusual development in the field of hu- 
man relations. For example, there is a tendency for factory 
workers to be suspicious of the employee who produces 
more than the average for the group [14]. There appears to 
be a deliberate attempt on the part of many groups of em- 
ployees to hold production to a certain level in spite of the 
fact that they could double their wages under current piece- 
work rates [15]. Both workers and school children appear to 
be motivated in this behavior by a common fear—that per- 
Sons in authority (employers, teachers) would increase their 
demands if it appeared that present standards were achieved 
too easily. Since, in their eyes, their continued security and 
peace of mind depends on their ability to produce or learn 
no more than is required, we can understand how the in- 
dividual who violates this tacit agreement by out-producing 
the other members or who threatens the solidarity and cohe- 
sion of the group by becoming a favorite of the bosses (or 
the teachers) would become the target of the group’s resent- 
ment. The more insecure the group feels, the more they are 
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likely to resent the performance of the member who pro- 
duces too much, according to their standards, or who gets 
“too many” A’s. 

What this all means is that the teacher must learn to pro- 
ceed judiciously in matters which involve the comparison of 
pupils with each other. In some schools this is no great prob- 
lem, because evaluation is not merely a matter of assigning 
letter grades, and teachers, pupils, and parents have come to 
accept the principle that such evaluation constitutes ap- 
praisals of the skills and competencies of the child and is not 
a measure of the worth of the child as an individual. How- 
ever, the problem of divorcing the appraisal of skills from 
the value of the individual is a difficult task, and one we shall 
discuss further in this text. (See Chapter 18.) The important 
point in the present discussion is that the teacher needs to be 
alert and sensitive to the attitudes, feelings, and behavior of 
the children in his classroom. If he is careless or ruthless in 
the ways he deals with the feelings of children, he is almost 
certain to create situations which will lead to his failure as a 
teacher. It may not be the kind of failure which comes to the 
attention of supervisors or principals, but it will be the kind 
of failure which causes children to lose interest in learning 
and to regard school primarily as an institution of restraint. 


REFERENCES 


1. R. A. Young, L. Miller, N. Verven, “Treatment Techniques in a 
Therapeutic Camp,” American Journal of Orthopsychiatry. 
21:819-26;1951. 

2. H. C. Lindgren, “The Effect of the Group on the Behavior of the 
Individual,” Education. 73:383-87;1953. Reprinted by permis- 
sion. 

3- R. Cunningham et al., Understanding Group Behavior of Boys 
and Girls. New York: Bureau of Publications, Teachers College, 
Columbia University, 1951. P. 47. Reprinted by permission. 

4. Ibid. Pp. 47-48. Reprinted by permission. 


SUGGESTED READINGS 263 


5. 


6. 


10. 


Ul: 


12, 


13. 


14. 


15. 


R. Dreikurs, Character Education and Spiritual Values in an 
Anxious Age. Boston: Beacon Press, 1952. P. 9. 

K. Lewin, R. Lippitt, and R. K. White, “Patterns of Aggressive 
Behavior in Experimentally Created ‘Social Climates,’” Journal 
of Social Psychology. 10:271-99;1939. 


. G. Sheviakov and F. Redl, Discipline for Today’s Children and 


Youth. Washington: National Education Association, 1944. Pp: 
48-50. Reprinted by permission. 


. J. W. Wrightstone, “Measuring the Social Climate of a Class- 


room,” Journal of Educational Research. 44:341-51;1951. 


- J. G. Withall, The Development of a Technique for the Meas- 


urement of Social-Emotional Climate in the Classroom. Unpub- 
lished Ph.D, Dissertation, University of Chicago, 1948. 

H. V. Perkins, Jr., “The Effects of Climate and Curriculum on 
Group Learning,” Journal of Educational Research. 44:269- 
86;1950. 

H. V. Perkins, Jr- “Climate Influences Group Learning,” Journal 
of Educational Research. 45:115-19;1951. 

T. M. Newcomb, Social Psychology. New York: Dryden, 1950, 
P. 329. 

R. Cunningham et al., op. cit. Pp. 124-27. Reprinted by permis- 
sion. 

L. Coch and J. R. P. French, “Overcoming Resistance to Change,” 
Human Relations. 1:512-32;1948. 

D. Roy, “Quota Restriction and Goldbricking in a Machine Shop,” 
American Journal of Sociology. 57:427—42;1952. 


SUGGESTED READINGS 


S. E. Asch, Social Psychology. New York: Prentice-Hall, 1952. Chap- 
ter 8, “Knowledge of Persons and Groups,” and Chapter 9, “An 
Introduction to Group Theory.” 

K. D. Benne and B. Muntyan, Human Relations in Curriculum 
Change. New York: Dryden, 1951. Part 3, Section A, “The Nature 
of the Group.” 

H. Bonner, Social Psychology. New York: American Book, 1953. 
Chapter 4, “Group Life and Socialization.” 

S. H. Britt, ed., Selected Readings in Social Psychology. New York: 
Rinehart, 1950. Part 4, “Behavior in the Presence of Others.” 

R. Cunningham et al., Understanding Group Behavior of Boys and 
Girls. New York: Bureau of Publications, Teachers College, Co- 


264 FORCES OPERATING IN CHILDREN’S GROUPS 


lumbia University, 1951. Chapter 4, “The Individual in the Group,” 
and Chapter 5, “Group Structure.” 

L. W. Doob, Social Psychology. New York: Holt, 1952. Part 2, “The 
Behavior of Groups.” 

E. L. Hartley and R. E. Hartley, Fundamentals of Social Psychology. 
New York: Knopf, 1952. Part 3, “The Individual and the Group.” 
H. C. Lindgren, Psychology of Personal and Social Adjustment. New 
York: American Book, 1953. Chapter 10, “What Happens in 

Groups.” 

T. M. Newcomb, Social Psychology. New York: Dryden, 1950. Chap- 
ter 9, “Role Behavior and the Self,” and Chapter 14, “Effects upon 
Individuals of Membership in Groups.” 

F. Redl and W. W. Wattenberg, Mental Hygiene in Teaching. New 
York: Harcourt, Brace, 1951. Chapter 9, “Group Life in the Class- 
room. 

S. S. Sargent, Social Psychology. New York: Ronald, 1950. Chapter 
10, “Social Interaction and Social Groups,” and Chapter 11, “Social 
Roles.” 

M. Sherif and C. W. Sherif, Groups in Harmony and Tension. New 
York: Harper, 1953. 

G. E. Swanson, T. M. Newcomb, and E. L. Hartley, eds., Readings 
in Social Psychology, rev. ed. New York: Holt, 1952. See sections 
dealing with leadership and with groups. 


SUGGESTED FILMS 


Experimental Studies in Social Climates of Groups. Iowa Child Wel- 
fare Research Station, State University of Iowa. 


Depicts experi- 
ments with three kinds of social climates in boys’ g 


roups. 


10 


PATTERNS OF ACCEPTANCE 


AND REJECTION 


SOCIOMETRY 


THE preceding chapter ended on a note of caution. We said, 
in effect, that teachers should become sensitive to the sub- 
surface aspects of group behavior in their classes. Perhaps 
this admonishment does not help the classroom teacher very 
much. As he stands before his class, how is he to interpret 
the frowns and smiles, the whispered words, and most puz- 
zling of all, the silences? And how is he to find out who is ac- 
cepted and who is rejected in the class? 

Part of the answer is that to some extent he will have to 
trust his own interpretations of what is going on. Sometimes 
reading books like this one will help, as will in-service courses 
and discussing some hunches with supervisors and other 
teachers. But these sources of help can carry him only so 
far—these people, expert as they may be, do not know the 
children in his class, the kind of situations which develop, 
and the effect which he himself has on his class. Indeed, a 
certain amount of this information will always be concealed 


SOCIOMETRIC TABULATION FORM 


Roth Allis 
Irene Brown 


[| John Smith 


John Smith 


Chosen as: 


FIGURE 1. Sociometric Tabulation Form. List names in the 
same order vertically and horizontally. Insert a “1,” “2,” or 
“3” in the proper squares to indicate the order of choice. Note 
example: Joseph Gold chooses John Smith first, Ruth Allis 
second, and Irene Brown third [5]. 
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from him because it is so difficult to view one’s situation ob- 
jectively. 

Nevertheless, there are some ways in which the teacher 
can follow up his hunches and determine how accurately 
and how sensitive he is in appraising the events and relation- 
ships within the class. One of the easiest and most reliable 
methods of appraisal is sociometry. 

Sociometry is a way of measuring the social relationships 
in a class. It was developed by J. L. Moreno, an Austrian 
psychiatrist [1]. Its use in the public schools has been made 
possible through the work of such people as Helen Hall 
Jennings [2], Ruth Cunningham [3] and Hilda Taba [4], 
who have demonstrated how sociometry can be used as a 
means of understanding relationships among pupils. 

There are many approaches to the sociometric testing of a 
class. One of the commonest is to ask members of the class 
to list on a piece of paper the children they would like to 
work with on a committee (or sit next to, or would invite to 
a birthday party, etc.). By tallying the results of these 


—— ee 


Explanation and Interpretation. The spaces across the top 
of the Sociometric Tabulation Form are to be used to indicate 
the pupils chosen, and those along the left side are for enter- 
ing the children making the choice; the names of all in the 
group should accordingly appear in both places. If Joseph 
Gold has chosen John Smith, Ruth Allis, and Irene Brown, in 
that order (to use the example on the form), the first thing to 
do is to find Joseph Gold to the left, and then, staying on his 
row, to insert a number “1” below the name of John Smith, a 
“2” below that of Ruth Allis, and a “8” below Irene Brown. 
The square under each pupil’s own name across the top and 
on his own row from the left can be blocked out straight 
down the page, since the child will not choose himself. The 
sum of the choices received in each category (first, second, 
third) may then be recorded for each person at the bottom of 
the form in the spaces provided. 

The tabulation form is mainly useful in giving a total pic- 
ture of all children’s responses and all positions in the group. 
Furthermore, it is easy to lift from it the information needed 
for further analysis [5]. 
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choices or by diagramming them on a chart, the teacher is 
able to discover who the most popular children are, who are 
isolated from the group, who make up the cliques and mu- 
tual friendships, etc. If he asks the class members to list also 
those they would not like to work with, he can also learn 
who are the rejected ones in the class. 

Those who have worked with this method have discovered 
that it is desirable to carry out the suggestion used by the 
teacher to serve as a basis for the testing—that is, if the 
question is, “Who would you like to sit next to?” the teacher 
should be prepared to change the seating arrangements in 
accordance with the requests of the children. Undoubtedly 
some teachers might have some misgivings about carrying 
out such a rearrangement for fear that disciplinary problems 
might be increased; however, children generally work more 
effectively with partners they have chosen than with part- 
ners who are assigned to them by someone in authority. And 
if an occasional grouping made on a sociometric basis does 
not work out, it is always possible to separate the disturbing 
individuals after they have had a chance to work together. 


—> 


Explanation and Interpretation. The sample sociogram 
(Figure 2) shows how data are entered. Choices between 
children are indicated by lines drawn in the following man- 
ner: An unreciprocated, or one-way, choice is shown by an 
arrow from the chooser pointing to the chosen person. The 
degree of this choice is indicated by placing the appropriate 
number at the base of the line from the symbol for the 
chooser. A one-way choice is illustrated by Paula King’s 
choice of Saul Tonik. A mutual choice is shown by a line 
touching the symbols for both choosers with a small vertical 
bar at the center of the connecting line and the appropriate 
choice number placed at the base of the line of the chooser; 
arrows are not needed in this case. This is illustrated by Gale 
Keyne and Janet Toll. A dotted symbol should be used for 
any absent person. This situation is illustrated by Joe Brown. 
If rejections are obtained, they may be indicated in the same 
way except that the lines are made in small dashes or in a dif- 
ferent color [6]. 


‘BAMPLE SOCIOGRAM FORM 


No. of Boys____; No. of Girls___ 


Test question: 


Note. For an absent boy or girl, use the respective 


symbol dashed, leaving any choice line open-ended 
(see the case of Joe Brown in the above sociogram ), 
If rejections are obtained, the choice line may be 

made in dashes or in a different color, 
———— * one-woychoice, Whenever a direct line from chooser to chosen 
y cannot be drawn without crossing through the eee 
——+— Mutual choice bol for another individual, the line should be drawn 
with an elbow, as in the case of Bill Lane to Paula 

2, 0r3 = order of choice King. 


FIGURE 2. A Filled-in Sociogram Form, Presenting Graph- 
ically the Choice Patterns. Blank forms, with empty circles 
and triangles, may be mimeographed so that the teacher ma 


fill in the names and draw in the choice lines after the test has 
been given [6]. 


270 PATTERNS OF ACCEPTANCE AND REJECTION 


There are a number of values that result when work 
groups are established or seating is rearranged on socio- 
metric bases. By taking such action, the teacher demon- 
strates that he is willing to give students some voice in class- 
room procedure. He has not only asked for their advice, but 
he has also followed it. To be sure, he must be prepared to 
give students other opportunities to participate, for the “hu- 
man relations program” of the classroom should not be con- 
fined to the rearrangement of seating and the formation of 
committees. In other words, the realignment of the class 
along sociometric lines is a good starting point for better hu- 
man relations in the classroom, but it should not end there. 
As H. Otto Dahlke and Thomas O. Monohan say, in their re- 
view of the application of sociometric techniques in the 
classroom, “a routine, mechanical application of a technique 
in human relations is likely to do more harm than good pat 
Like other techniques, sociometry must be fitted into an 
over-all attempt to promote better learning conditions if it 
is to be used successfully. 

A sociometric study of a class also provides useful informa- 
tion and clues about the individual members of the class, in 
that it is possible to determine who is accepted, who is re- 
jected, and who is simply ignored by the class. To be sure, 
it does not explain why the individuals so designated are 
accepted, rejected, or ignored, but it does yield data which, 
combined with other information the teacher has or can 
gather, often provides some explanations for behavior that 
hitherto may have been puzzling or inexplicable. 

One warning should be sounded, however, about the mis- 
interpretation of sociometric data. There is an understand- 
able tendency for teachers to assume that children who are 
“stars” or “overchosen” (the choices of several children) are 
well-adjusted emotionally, and that children who are “iso- 
lates” or “underchosen” (rejected or ignored by other chil- 
dren) are poorly adjusted. Although there may be a rela- 
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tionship between sociometric choice and emotional health,’ 
there are so many factors that enter into the assignment of 
sociometric status and the state of one’s emotional health, 
that the former cannot be used as a valid measure of the 
latter. A child may be chosen sociometrically because his 
antisocial and rebellious qualities make him attractive to the 
others, or a child may be rejected or ignored because he be- 
longs to a minority group, or has a handicap of some sort, or 
is simply not interested in the same things as the rest of the 
class. 

Another warning has to do with the changes that may take 
place in the social structure of a class. Although sociometric 
ratings are relatively stable [10], it is possible for shifts in 
popularity to occur. Therefore, one should not ascribe greater 
permanence and authority to a sociometric record of a class 
than it actually possesses. The probability of changes occur- 
ring can be increased if the teacher selects as one of his goals 
the promotion of better group feeling (higher cohesiveness 
and better morale). If he is at all successful, one would ex- 
pect that the resultant changes would be reflected in socio- 
metric studies done at a later date. Hilda Taba and Deborah 
Elkins used this method in assessing the improvement that 
took place in an eighth-grade literature class which was 
taught with an emphasis on human relations. Sociograms 
drawn in September and again in May showed that the num- 
ber of rejections in the class was reduced from forty-three to 
eleven. In September there were three cliques that operated 
as “closed corporations,” with no choices going out into the 
group. Intimate clusters still appeared in an April sociogram,. 


* Robert L. French, for example, found that naval recruits who ranked high 
ìn sociometric status were less likely to seek medical attention and less likely 
to become disciplinary cases [8], and Raymond G. Kublen and Howard S. 

tetsch found, in a sociometric study of 692 ninth graders, that children 
who were “unaccepted” were more likely to have personal problems than 
were “accepted” children [9]. 
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but they were composed of different children and none of 
them was closed to the rest of the group [11]. 

From the standpoint of better mental health in the class- 
room, there are two main reasons why sociometry is a useful 
tool: it can be used to help teachers understand children 
better, and it can be used to help teachers promote and eval- 
uate efforts aimed at developing better human relations in 
the classroom. 


RELATIONSHIP BETWEEN COOPERATION AND 
EMOTIONAL HEALTH IN THE CLASSROOM 


WHEN we as teachers fall into the habit of thinking of a 
class as a collection of individuals rather than as a group, we 
are inclined to overlook the importance of helping children 
to learn how to work together. If we adhere to the former 
pattern of thinking, we are likely to stress a competitive ap- 
proach to learning, whereby each child is encouraged to do 
better than the others. One of the difficulties of this ap- 
proach to education is that it breaks down many of the ties 
which help to make the class a cohesive group. Communica- 
tion is made more difficult, and anxieties are aroused. Being 
present in a class that is dominated by competition does not 
provide the satisfying experiences that group membership 
should give. Competitive situations are likely to produce 
frustrations for class members. The student who produces to 
the best of his ability, but who makes only a “C,” is likely to 
feel inferior to the “B” student. Even the “A” student is un- 
happy and insecure—he cannot afford to relax an instant, 
because the students who make only “B’s” are eager to take 
his place. And then there are those students who are made so 
anxious by competition that they are unable to work or learn 
effectively. 

Fred T. Wilhelms notes that the schools are more competi- 
tive than we think they are: 
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Tt can hardly be thought necessary that the schools should 
be more competitive than the society for which they train. Yet 
nowhere else in our society is everyone forced to compete 
against everyone else—regardless of ability or goal. The school 
is actually unique in America in its stress on competition [12]. 


One of the difficulties which arise when teachers try to 
motivate students entirely on the basis of competition is that 
children are likely to be more concerned about getting better 
or poorer grades than other students rather than with what 
should be the chief business of the class—namely, learning. 
When grades become more important than learning, chil- 
dren are inclined to forget rapidly once the grade has been 
awarded. This is probably the reason why high school teach- 
ers complain that students have not been taught spelling, 
arithmetic, or English, or whatever, by the grade schools, 
and why college teachers complain about the preparation of 
students they get from the high schools, as well as why em- 
ployers register similar complaints about college graduates. 
Undoubtedly, teachers at each of these levels bring students 
up to adequate levels of competence in their classes, but 
because students feel that grade-getting is more important 
than real learning, the competencies painfully acquired in 
grade school in dealing with decimals and fractions have 
vanished by the time they meet the problems of chemistry 
and physics in high school or the problems of everyday life 
as adults, 


MUST CHILDREN BE TAUGHT HOW TO 

COMPETE? 
Criticism of the overemphasis on competition in the schools 
often raises the question: Since children will have to com- 
pete when they become adults, should they not learn to com- 
pete in the school? The answer to this question is that a 
realistic appraisal of the world in which we live should dem- 
Onstrate that it is virtually impossible to grow up without 
learning to compete. Almost every aspect of our social and 
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personal life is touched by competition in some way—it 
reaches into recreation, politics, social life, and employment. 
Most children have learned about competition before they 
are old enough to go to school. They have learned to com- 
pete with their brothers and sisters for the attention of their 
parents. Even the only child learns how to divert his parents’ 
attention from matters which interest them to matters which 
interest him, and this, too, is a form of competition. 

It appears, therefore, that the real problem facing the 
school is not how to teach competition, but rather one of 
how to teach cooperation. This is a far more difficult skill to 
learn; yet, it is the more basic of the two. Unless people co- 
operate at the most basic levels, according to Emory S. 
Bogardus, they would not be free to compete [13]. Viewing 
the matter from another aspect, Ashley Montagu presents @ 
well-documented argument that cooperation is the chief 
criterion of living as a civilized person [14]. 

The effect of cooperativeness on the functioning of small 
groups was studied by William Haythorn, who, reported, 
as a result of his experimentation, that 


effective group functioning was facilitated by cooperativeness, 
efficiency and insight, while behavior which we have called 
“striving for individual prominence” [that is, competitiveness] 
reduced group cohesiveness and friendliness [15]. 


Morton Deutsch conducted an experiment with groups 
of college students, half of whom were taught under con- 
ditions encouraging competition, the other half being taught 
under conditions encouraging cooperation. He reported that 
students in the cooperative sections were more strongly m0 
tivated by group goals than were students in competitive 
sections. He states further, 


Our results suggest that the intercommunication and pride 
in one’s group which are basic to group harmony and effective- 
ness appear to be disrupted when students see themselves to 
be competing. . . . There is some indication that competitive- 
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ness produces greater personal insecurity (expectations of hos- 
tility from others) than does cooperation. In addition, it is evi- 
dent that greater group productivity will result when members 
of a group are cooperative rather than competitive in their in- 
terrelationships [16]. 


Individuals who feel threatened or insecure are likely to 
express their anxiety through competition or some other 
form of aggressive behavior. In many respects, the problem 
of teaching cooperation is one of reducing this insecurity and 
anxiety, and the problem of teaching competition is one of 
increasing insecurity and anxiety. The teacher who is con- 
cerned about teaching cooperation will be interested in such 
factors as improving the cohesion of his class and making 
classroom work a satisfying experience for his students, 
whereas the teacher who feels that learning can take place 
only on a competitive basis will want to break down what 
cohesion there is in the group so that he can deal with his 
students as individuals. He will accept the principle that 
school work can be satisfying for only a few—those few who 
excel at their studies. 

This is not to say that competition should be eliminated 
from schools. It would be highly unrealistic for a school to 
exist in a competitive culture without incorporating the cul- 
ture’s value standards into its curriculum. Children, living in 
a competitive society, will expect the school to help them 
compete better. Yet we should recognize that many func- 
tions of life—marriage and family life, community service, 
and even most of the activities involved in earning a living 
—are effective only if they are conducted on a cooperative, 
rather than a competitive, basis. The fact that our divorce 
rate is so high is due to a large extent to the fact that mar- 
riage partners are unable to cooperate. Many communities 
lack essential services because citizens do not know how to 
cooperate in matters of civic importance. Knowing how to 
compete is important, but first one must know how to co- 
operate, 
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HOW GROUPS AROUSE THE ANXIETIES OF 
SOME OF THEIR MEMBERS 


IN THE previous chapters we discussed some of the rea- 
sons why individuals develop anxiety when they become 
members of a group or attempt to gain and maintain the ac- 
ceptance of other members of the group. In addition to these 
general sources of anxiety, there are conditions and special 
situations that provoke anxiety, feelings of inferiority and 
threat, and insecurity. 

One of the commonest of these situations is faced by the 
new member of the group. The new arrival usually feels 
anxious and insecure. He does not know where he stands in 
the group’s estimation; he is not sure whether the group will 
accept him or reject him. Of course, some of the other mem- 
bers of the group are already rejected or ignored by the 
group as a whole, but they at least know what to expect. 
Furthermore, they may have worked out some ways of deal- 
ing with rejection, or they may know to whom they might 
turn for comfort, acceptance, and security. Even if these 
expedients are not wholly satisfactory, their relations with 
the group do not have the unpredictable quality that is 
characteristic of the experiences of the new members. 

Although some of the anxiety experienced by the recently 
arrived person is due to his own apprehensiveness regarding 
an unknown situation, some of it is also stimulated by his 
awareness of the attitudes of other, more established mem- 
bers toward him. The arrival of a new person in a group is 
often perceived by the other group members as a threat. 
Whether this is a mild or a severe threat depends on many 
factors, such as the security or insecurity of the group, the 
prevailing emotional climate, and the relationships among 
the members of the group. In any case, the accommodation of 
a new member into the group means that the social struc- 
ture of the group must be adjusted and, to some extent, re- 
formed. Perhaps a friendship or two will dissolve, perhaps 
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the leader’s favorite will be displaced. In other words, the 
arrival of a new member means change of some kind for the 
other members of the group. Since they do not know what 
the extent and nature of this change will be, they, too, are 
made somewhat anxious, although this anxiety is usually not 
nearly as great as that experienced by the new member. 
Their anxiety expresses itself in various ways, depending, 
again, on the kind of group and the nature of its problems. 
It may express itself as hostility, curiosity, extreme attentive- 
ness, or even as a studied attempt to ignore the new person. 
Often various members will display differing symptoms: 
some of the boys will try to pick a fight with the new mem- 
ber; some will ask him endless questions about himself, his 
family, and the school he came from; some will play tricks 


on him; and some will ignore him. 
Fortunately the attitudes and behavior attendant to the 


ritual of accepting new members into the group do not last 
very long, and, after a few weeks, most children have been 
accepted into the group and have found or are in the process 
of finding their roles, positions, and functions. 


BEING “DIFFERENT FROM THE GROUP 


One of the chief reasons why a child encounters difficulties 
in becoming a part of a new group is that his newness gives 
hima quality of being “different” from the other members of 
the group. Furthermore, the fact that he has not been ac- 
cepted by the group, and particularly by the leaders or the 
spokesmen for the group, means that he is weaker and more 
vulnerable than the others. This means, further, that those 
members of the group who have a need to attack, bedevil, or 
tease other children find that they can annoy the new child 
with relative freedom. 

This same pattern of bein 
port, and being vulnerable a 
established members of the to 
garded by the rest of the group as 


g different, lacking group sup- 
Iso applies to children who are 
tal group, but who are re- 
“different.” Thus, being 
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“different” may be accompanied by lack of group support, 
which, in turn, leads to vulnerability. Now, in reality, each 
child is “different” in some way; hence, when we say “differ- 
ent,” we mean “different in the eyes of the group.” In Miss 
Frank’s fifth-grade class, Gary Bell is the one who is “differ- 
ent”—he is the only one who cannot read. At George Wash- 
ington High School there are a dozen students of Mexican 
parentage among a student body of three hundred—they 
are “the different ones.” Sylvia, Joanne, and Dennis are the 
“teacher's pets” in the sixth grade; in their class, they are 
“different.” Wendell is a second grader; you have to shout 
at him in order to make yourself understood, even though 
he wears a hearing aid. In his class he is the one who is “dif- 
ferent.” 


PREJUDICE AND THE AWARENESS OF 
“DIFFERENCES 


Wuar we have been talking about, of course, is preju- 
dice. You will find prejudice in most classes, just as you will 
find it, in some form, in most communities. Most people are 
prejudiced in some ways, even though they may deny it or 
even be totally unaware of it. This is not to say that we as 
educators should accept the existence of prejudice as inevi- 
table and hence incurable. Since one of the important pur- 
poses of education is the eradication of ignorance, it must 
inevitably be concerned with the elimination of prejudice, 
which is based on ignorance. Indeed, prejudice expresses it- 
self as a desire to remain ignorant. 

There are many forces and factors in the lives of children 
(and adults) that contribute to prejudice. One of these is the 
desire to feel superior to someone else—not superior in the 
sense of being more expert in some things, but superior in 
the sense of being essentially “better” than someone else. 
This is frequently offered as a “reasonable” basis for preju- 
dice, as though the need to feel “superior” were a normal hu- 
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man need. Although it is true that we will go to great lengths 
to avoid feeling inferior, this does not mean that the feeling 
of superiority is a natural antidote for feelings of inferiority. 
Those who have had much experience in working with the 
problems of emotionally disturbed persons know that the 
individual who is plagued by feelings of inferiority and who 
tries to counteract them by competing with others and de- 
feating them is rarely successful in ridding himself of his 
problem. Any relief that he gains is likely to be temporary, 
and he is Jed into an eternal round of “proving” his “superior- 
ity” again and again. It therefore appears that the “need to 
feel superior” is more on the order of being a “neurotic need” 
rather than a normal one. Instead of being directed at the 
establishment of satisfying and satisfactory relationships 
with others, it is directed primarily at the reduction of anxi- 
ety, This means that the “cause” of prejudice will be found 
in the anxieties of the prejudiced person, rather than in the 
behavior of the person or group that serves as the target for 


his prejudice. 
WHERE CHILDREN LEARN PREJUDICE 
the sources of prejudice—that con- 


cept, which children learn from adults, playmates, and the 
mass media of communication (newspapers, magazines, tel- 
evision, movies, etc), that concept which says that each of 
us should try to improve himself at the expense of those 
around him. The concept of prejudice is of course in direct 


contrast to another widely accepted concept—that we should 
‘mony and cooperation to build a better 


work together in har 4 A 
world. It is not unusual for two contradictory ideas to exist 


side by side in a culture. What happens is that whenever we 
feel threatened, anxious, and frustrated, we are likely to be 
governed by the need to dominate and defeat others. There- 
fore, the more a group feels threatened, the more likely it is 
to want to feel superior to someone, or even to attack some- 
one. Again, victory is not likely to bring relief. In the case of 


This brings us to one of 
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the dozen or so children of Mexican parentage at George 
Washingon High School that we mentioned above, the other 
children in the school were able to “prove their superiority 
by getting better grades. But this did not satisfy their neos 
rotic needs for superiority. They also strove to establish their 
superiority in other ways—by excluding them from parties 
and clubs, by snubbing them, and by making pointed re- 
marks in their presence. l 
The establishment of a state or condition of superiority is 
plainly not an antidote to feelings of inferiority. The best 
solution is, of course, a growth in the awareness of the essen- 
tial equality of individuals—the idea that we are all of equal 
worth as individuals, in spite of the superiority in skill or 
social status or personal charm or power which one or an- 
other of us possesses. This is the central idea of the demo- 
cratic tradition. It is a difficult idea to teach, to help children 
to accept, partly because of the insecurities and neurotic 
anxiety that exist in most groups of children and partly be- 
cause we have not completely accepted the idea ourselves. 


FRUSTRATION AS A SOURCE OF 
PREJUDICE 


The need to develop an antidote to feelin 
not the only factor which 
form of hostility, 
of being frustrate 


gs of inferiority is 
produces prejudice. Prejudice is a 
and hostility develops from the experience 
d. There are many ways in which children 
experience frustration. Merely to live in a complex culture 
like ours is to experience some frustration; merely to be 
something less than an adult is frustrating. There are so many 
reasons why students should have frustrating experiences in 
school, and it is understandable why they should develop 
hostile feelings. Often the adults in the situation are the tar- 
get for these hostilities, partly because the adults are often 
the ones who have caused the frustration, and partly be- 


cause children have a tendency to blame adults for all their 
problems. In a school where adults and children can com- 
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municate with each other with relative ease, children find it 
easier to tell adults about their bruised feelings, real or 
fancied acts of injustice, and the like. Since in such schools 
there is better understanding, there is less prejudice, less of a 
tendency to behave aggressively toward children who are 
“different.” In other schools, where the communication be- 
tween adults and children is more difficult, children do not 
find it easy to tell adults that they think they (adults) are 
unfair. As a result they cannot express their feelings of frus- 
tration and inferiority in healthy ways. The children see 
themselves as the victims of an unjust system from which 
they cannot escape. Since they cannot easily express their 
hostility directly to the adults who, they believe, are respon- 
sible, they do what all groups do when they feel a need to 
express frustration and hostility but are prevented from ex- 
pressing to or against those in authority—they turn on those 
who are weaker, those who cannot retaliate. If the group 
feels strongly, it will seek out differences and exaggerate 
them in order to create a small group of individuals who can 
serve as scapegoats. 


Usually, however, society “pre-selects” the kinds of indi- 


viduals who are to serve as scapegoats or the victims of 
prejudice—children of foreign parentage, the handicapped, 
those who come from “the wrong side of the tracks,” children 
of different races or who attend different churches, and so 
forth, Children who belong to the dominant group learn from 
their parents and playmates what the differences are that 
“really count.” Sometimes they learn about these differences 
from teachers who are careless about expressing or revealing 
their prejudices. 

Thus far we h 
on the groups who are ma 
the dominant groups. J. W. 
sand eleven- to fifteen-yeat-0 
ents living in New York City. 
he decided that the prejudice face 


ave said little about the effect of prejudice 
de the targets for the hostility of 
Tait made a study of two thou- 
Jd children of Italian-born par- 
As a result of his investigation 
d by these children had 
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produced more than average trends in the direction of in- 
feriority feelings, poor social adjustment, awareness of re- 
jection, and emotional instability [17]. Radke, Trager, and 
Davis found both Negro and Jewish children suffering from 
feelings of insecurity because of prejudice [18]. 

These are but two studies of many that make similar find- 
ings: the emotional health of children (and adults) who are 
the targets of prejudice suffers as a result of the climate of 
rejection in which they must live. Rejection, as we have tried 
to stress in this book, is a primary source of anxiety. And the 
anxiety that we arouse through prejudice returns to plague 
us in the form of noncooperation, hostile competition, and 
apathy. In the classroom it presents a special problem in that 
it interferes with learning and normal emotional and intel- 
lectual growth. Thus the whole educational situation suffers 
because of prejudice. Not only is the work of the teacher 
made more difficult, but he often feels helpless and inade- 
quate when he sees the mental anguish that prejudice pro- 
duces. 

The Fact-Finding Report of the White House Conference 


describes the effect on children of minority groups as fol- 
lows: 


As minority group children learn the inferior status to which 
they are assigned, they react with feelings of inferiority and 
humiliation; they lose self-esteem. As a consequence of being 
almost universally regarded as inferior, they become confused 
concerning their own personal worth. On the one hand, like 
all other human beings, they require a sense of personal dig- 
nity; on the other hand, almost nowhere do they find their own 
dignity as human beings recognized and supported. Almost in- 
evitably, then, the minority group child is thrown into a crucial 
situation in his own feelings about himself and in the way he 
estimates himself. Is he the person he feels himself to be? Or is 
he a person worthy of no more respect than he gets? ... 

When any individual is surrounded by pervasive hostility 
and rejection, and has become ambivalent in his feelings about 
himself, he is likely to react to the ambiguous or even the ob- 
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jectively non-threatening aspects of his experience with de- 
fensiveness and protective hypersensitivity. Minority group 
children tend to be hypersensitive and anxious concerning 
their minority status; hostile toward the members of the 
dominant group, their own group, and other minority groups; 
and to exhibit a generalized pattern of personality difficulties 
that seems to be associated with the humiliation to which they 


are subjected [19]. 


Nor are children of minority groups the only ones injured 
by prejudice. To quote from the Proceedings of the Mid- 
century White House Conference on Children and Youth, 
“prejudice and discrimination are harmful to the develop- 
ment of healthy personality in all children, and hence to the 
welfare of the whole society [20].” (Italics ours.) 

The role of parents in the formation of prejudice is de- 


scribed in an intensive study by Helen G. Trager and Marian 


Radke Yarrow of prejudice in young children. In their inter- 


views with parents they found that parents’ attitudes toward 


various ethnic and religious groups affected and controlled 


the social relationships of their children at home, in the 


neighborhood, and at school. In the course of these inter- 
views, parents told how they placed restrictions upon friend- 
ships and how they created experiences that helped to in- 
fluence the attitudes and behavior of their children. Some of 
the parents were aware of how they were influencing their 
children in this respects others were either unaware of their 
role or were unwilling to acknowledge it. Only a few parents 
stated that they were trying to help their children resist the 
prejudices that surrounded them. None of the parents inter- 
viewed appeared to have any understanding of what caused 
prejudice. When they did attempt to account for it, they ex- 


plained it as being due to the bad characteristics of the group 
owever, the parents did 


that was the object of prejudice. H 
give verbal support to the teaching of democratic values and 
intercultural education in the school [21]. ' 

The extent of the pressures that play upon many children, 
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pressures that almost inevitably direct their attitudes into 


ways of prejudice, is recognized by Gordon W. Allport, who 
writes: 


In some localities intolerable ostracism or ridicule would fall 
upon the adolescent if he were friendly with Mexicans, Japa- 
nese, or Jews... 


And, further: 


A prejudiced attitude is not like a cinder in the eye that can 
be extracted without disturbing the integrity of the organism as 
[a] whole. On the contrary, prejudice is often so deeply em- 
bedded in the character structure that it cannot be changed 
unless the entire inner economy of the life is overhauled [22]. 


Allport goes on to say that this, in part, is why piecemeal 
efforts to eliminate prejudice are not more effective than they 
are. You do not eliminate prejudice by working on the 
prejudice itself; it is necessary to change a great many other 
attitudes also. 

Yet, since the task of education is that of changing atti- 
tudes, or rather, of helping children to develop attitudes that 
will lead to positive emotional, social, and intellectual 
growth, and since the attitude of prejudice is one that inter- 
feres in many ways with this kind of growth, it follows that 
education must include the elimination or reduction of 
prejudice among its several goals. 

Within recent years much progress has been made in de- 
veloping curricula and methodology in what is known as in- 
tercultural or intergroup education. When these approaches 
are used under the direction of skilled and sympathetic 


teachers and supervisors, they meet with marked success. In 
essence, this type of education stresses: 


1. The development of a classroom situation or atmosphere 
that permits free exchange of ideas and discussion of feel- 
ings [23]. 

2. The understanding and acceptance of differences among 
people and respect for these differences. 
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3. An understanding of some of the causes of prejudice and 
discrimination. 

4. Various attempts to translate course content into practice 
through acting out or trying out ideas and approaches in the 
classroom, using a medium like sociodrama, combined with the 


“unfinished story [24].” 
5. The relating of antiprejudice material to other courses in 


the curriculum—e.g., literature, composition, and social stud- 
ies.” 


In most of the communities of the world, prejudice perme- 
ates the everyday way of life. Perhaps it is too much to hope 
or expect that we as teachers can eliminate it within the 
next generation or so. However, it is reasonable to expect 
that we can reduce or control some of the forces and factors 
which produce and aggravate prejudice. By making it pos- 
sible to discuss prejudice frankly and openly in the classroom, 
by helping students to search into its causes and effects, by 
helping students to accept the fact of their own prejudice 
(which means that the teacher must be prepared to accept 
the fact of his own prejudices), it may be possible to reduce 
some of the unfortunate results of prejudice. If teachers are 
successful in reducing the expression (and perhaps the 
amount) of prejudice among school children (as well as 
among teachers) they will not only improve the mental 
health of the children they supervise, but they will also help 
to develop classroom groups which are more receptive to 
what the school has to offer. Children in such groups should 
be more amenable to learning since they would be less likely 
to be plagued by anxieties and frustrations which arise in 
groups that are not cohesive, for the group that is ridden by 
prejudice is the group in which children war one against the 
other. Groups of the latter type do not provide satisfactory 
experiences for children; they discourage, rather than en- 


2 i i i Wash- 
? See H. Taba, ed., Elementary Curriculum in Intergroup Relations, V 
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courage, learning. Reducing the amount of prejudice in class- 
rooms not only improves the mental health of children, but it 
also helps to create an atmosphere or a climate which pro- 
motes learning. 


REFERENCES 


1. J. L. Moreno, Who Shall Survive? Washington: Nervous and 
Mental Disease Publishing Co., 1934. 

2. H. H. Jennings, Leadership and Isolation, 2d ed. New York: 
Longmans, Green, 1950. 

3. R. Cunningham, Understanding Group Behavior of Boys and 
Girls. New York: Bureau of Publications, Teachers College, Co- 
lumbia University, 1951. Chapter 5. 

4. H. Taba and D. Elkins, With Focus on Human Relations. Wash- 
ington: American Council on Education, 1950. Chapter 7. 

5. H. H. Jennings, Sociometry in Group Relations. Washington: 
American Council on Education, 1948. Pp. 17-19, Reprinted by 

permission. 

Ibid. Pp. 22-24. Reprinted by permission. 

H. O. Dahlke and T. O. Monahan, “Problems in the Application 

of Sociometry to Schools,” School Review. 57:223-34-1949, 

R. L. French, “Sociometric Status and Individual Adjustment 

among Naval Recruits,” Journal of Abnormal and Social Psy- 

chology. 46:64-72:1951. 
9. R. G. Kuhlen and H. S. Bretsch, “Sociometric Status and Per- 
sonal Problems of Adolescents,” Sociometry. 10:122-39; 1947, 

10. H. H. Jennings, “Leadership and Sociometric Choice,” in G. E. 
Swanson, T. S. Newcomb, and E. L. Hartley, eds., 
Social Psychology, rev. ed. New York: Holt, 1952. P 

11. Taba and Elkins, op. cit. P. 190. 

12. F. T. Wilhelms, “Meeting Inevitable Feelings about Competi- 
tion,” an unpublished address made to teachers of Vallejo, Cali- 
fornia, April 23, 1953. Reprinted by permission. 

13. E. S. Bogardus, “Gradations of Cooperation,” 
Social Research. 35:356-62;1951. 

14. A. Montagu, On Being Human. New York: Henry Schuman, 1950. 

15. W. Haythorn, “The Influence of Individual Members on the 
Characteristics of Small Groups,” Journal of Abnormal and Social 
Psychology. 48:276-84;1953. 


ro 


ca) 


Readings in 
P. 312-18. 


Sociology and 


SUGGESTED READINGS 287 


16. M. Deutsch, “Social Relations in the Classroom and Grading 
Procedures,” Journal of Educational Research. 45:145-52;1951. 
Reprinted by permission. 

17. J. W. Tait, “Race, Prejudice, and Personality,” School: Secondary 
Edition. 34:795-98;1946. 

18. M. Radke, H. Trager, and H. Davis, “Social Perceptions and 
Attitudes of Children,” Genetic Psychology Monographs. 40:327- 
447;1949, 

1g. Midcentury White House Conference on Children and Youth, 
A Healthy Personality for Every Child. Raleigh: Health Publi- 
cations Institute, 1951. Pp- 48—49. Reprinted by permission. 

20. E, A. Richards, ed., Proceedings of the Midcentury White House 
Conference on Children and Youth. Raleigh: Health Publications 
Institute, 1951. 

21. H. G. Trager and M. R. Yarrow, They Learn What They Live. 
New York: Harper, 1952. Pp. 226-27. 

22. G. W. Allport, The Resolution of Intergroup Tensions. New York: 
National Conference of Christians and Jews, 1952. P. 36. Re- 
printed by permission. 

23. M. Heaton, Feelings are Facts. 


of Christians and Jews, 1952. : 
24. G. Shaftel and F. R. Shaftel, Role Playing the Problem Story. 


New York: National Conference of Christians and Jews, 1952. 


New York: National Conference 


SUGGESTED READINGS 


T. W. Adorno et al., The Authoritarian Personality. New York: Harper, 
1950. The report of an intensive piece of research at the University 
of California, the results of which show that prejudice is associated 
with the personality of persons who seek power over others. 

H. Bonner, Social Psychology. New York: American Book, 1953. 

Chapter 18, “Group Tensions and Conflicts. hee 

Bulletin of the National Association of Secondary School Principals. 
33:1-204;(Feb.) 1949. The entire issue is devoted to “Curriculum 
in Int ation.” 

HH, Cain pi Baproolig Human Relations. Bulletin No. 25, 
National Council for the Social Studies. Washington: National 
on of brief articles on 


Education Association, 1949. A compilati 
int i Jtural education. 
eer eet sain York: Holt, 1952. Chapter 12, 


Lw . Doob, Social Psychology. New 
Group Prejudice.” 


288 PATTERNS OF ACCEPTANCE AND REJECTION 


E. L. Hartley, Problems in Prejudice. New York: King’s Crown, 1946. 

W. H. Kilpatrick and W. Van Til, eds., Intercultural Attitudes in the 
Making. Ninth Yearbook of the John Dewey Society. New York: 
Harper, 1947. 

K. Lewin, Resolving Social Conflicts. New York: Harper, 1948. Part 3, 
“Intergroup Conflicts and Group Belongingness.” 

G. Myers, The History of Bigotry in the United States. New York: 
Random House, 1943. 

The National Conference of Christians and Jews publishes a series of 
twenty-five-cent pamphlets that deal with various aspects of preju- 
dice and intergroup education. (See items 22, 23, 24 in the Refer- 
ences.) Pamphlets and lists may be obtained from local offices of 
the Conference or by addressing: The National Conference of 
Christians and Jews, 381 4th Ave., New York 16, N. Y. 

G. E. Swanson, T. M. Newcomb and E. L. Hartley, eds., Readings in 
Social Psychology, rev. ed. New York: Holt, 1952. Part V, “Some 
Psychological Approaches to Public Issues.” 

H. L. Witmer and R. Kotinsky, eds., Personality in the Making. New 


York: Harper, 1592. Chapter 6, “The Effects of Prejudice and Dis- 
crimination.” 


Also see items 2, 3, 4, 5, 14, 21, 


22, and 23 in the References for this 
chapter. 


SUGGESTED FILMS 


Boundary Lines and Picture in Your Mind. Colorful, artistic argu- 
ments for greater tolerance and understanding among nations and 
ethnic groups. Available through McGraw-Hill. 


The High Wall. Prejudice among teen-agers, its causes and effects. 
Available through McGraw-Hill. 


Learning Through Cooperative Plannin 
Teachers College, Columbia University, 

Whoever You Are. How citizens in a communi 
control race violence and prejudice. Av: 
versity Film Library. 


g- Bureau of Publications, 


ty got together to 
ailable from New York Uni- 


11 


THREE APPROACHES TO 


TEACHING 


OUR plan in this chapter is to discuss the mental-hygiene 
aspects of the prevailing philosophies of education under 
three headings, which we shall call the directive, laissez- 
faire, and guidance approaches. We realize that in doing this 
we shall, for the moment, ignore the fact that the methods of 
many, if not most, teachers defy absolute classification by 
these standards. Most of us, indeed, are blends of the three 
types. Some teachers “talk a good line” of guidance, but ob- 
servation of their classroom practices makes it clear that they 
are wedded to the directive approach. Other teachers sound 
as though they believe in the toughest form of directive 
teaching, yet their classrooms are examples of the laissez- 
faire system. 

The threefold classification we are using resembles that of 
the autocratic, laissez-faire, and democratic climates created 
by Lewin, Lippitt, and White in their famous experi- 
ment [1]. However, we have not used the terms ‘autocratic 
and “democratic” because they are “Joaded words”—that is, 
they have emotional values for most of us which might inter- 
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fere with our evaluation and appraisal. Instead we have used 
“directive” and “guidance” which we feel possess connota- 
tions that are more neutral. 


THE DIRECTIVE APPROACH—THE METHOD 
OF TRADITION 


We suatv begin with the directive approach to learn- 
ing; it is the oldest system and the one most likely to be un- 
derstood and accepted by teachers as well as by laymen." 

In its extreme form, the directive approach to education 
assumes that adults know what is best for children; hence, 
there is no need to find out how children feel about any 
aspect of the curriculum. It also assumes that, if left to their 
own devices, children would turn out badly. Education is 
therefore seen as a corrective measure, one of the main pur- 
poses of which is to keep children in line. The person who 
subscribes to directive education in its extreme form does not 
believe that children can be trusted, even when supervised 
by adults. 


REWARD AND PUNISHMENT 


Directive education subscribes to a theory of learning which 
depends on conditioning and influencing the behavior of 
children by the use of rewards and punishment. The idea is 
that if good or satisfactory behavior is rewarded and bad or 
unsatisfactory behavior is punished, good behavior will be 
strengthened and bad behavior will be weakened and may 
drop out. Children are thus said to be “conditioned” in favor 
of good behavior and against bad behavior. 
As far as can be determined experimentally, 
truth to this theory. Apparently learning do 
through a process of conditioning. People do 


there is some 
es take place 
tend to con- 


1 This approach is sometimes characterized as “autocratic,” “authoritarian,” 
or “paternalistic,” particularly by those who do not approve of its philosophy 
and methods. 
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tinue behavior which they associate with satisfactions and to 
discontinue behavior which they associate with frustrations 
and lack of satisfaction. 3 
However, the theory does not explain why children can 
grow up in an environment where they are punished for their 
bad deeds and rewarded for their good ones and still behave 
in ways which are unsatisfactory according to any standard 
of conduct. And this is where the directive system runs into 
- a major difficulty. It overlooks the fact that what is “reward” 
and what is “punishment” is a highly personal matter. What 
is a reward to one child is punishment to another. The 
teacher praises Marion for giving the right answer in class. 
Marion is proud and happy; she likes the teacher to praise 
her. But if the teacher should praise Dora, the effect would 
be quite different. Dora is a tomboy. Her chief aim in life 
right now is to prove to the gang of boys she goes with that 
she can beat any boy at his own game, that she is, in effect, 
more of a boy than the boys themselves are. She does not 
want the teacher to praise her because she is afraid that she 
Will lose status with her gang- 
What we are saying is that in order to determine what is 
reward and what is punishment, we have to understand the 
self-concept of the child in question. Marion likes the teach- 
er’s praise because it fits in with her concept of herself as 


someone who resembles the teacher. As we say, she “identi- 
fies” with the teacher and would like to be more like her. 
t fit into Dora’s self-concept 


Praise from the teacher does no 

ecause she sees herself as someone who would like to be 
More like the boys she goes around with and less like the 
teacher, 

The examples we have give 
and hence do not tell us what children in general are likely 
to regard as rewards and punishment. We shall not explore 


further at this point the attitude formation of children in 
general because we have discussed it at other points in this 


text. The point is that the adult who adheres rigidly to the 


n are highly individualized 
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directive approach to education is not concerned with find- 
ing out what children’s attitudes or self-concepts or frames 
of reference are. He is satisfied that he, as the adult in 
charge, is competent to decide what the rewards and punish- 
ments should be. He needs no guidance or help from chil- 
dren. 


THE MIND AS A STOREHOUSE FOR 
KNOWLEDGE 


Another concept which appears to be common among people 
who subscribe to the directive school of learning is what 
might be called the “quantitative” approach to learning. Per- 
sons holding this concept see education as a process of filling 
children with knowledge. Children are seen as coming to 
school empty of knowledge, whereupon the school under- 
takes the task of filling them full. At various periods the 
teacher checks on the effectiveness of this process by measur- 
ing the amount of knowledge children have absorbed. 

The directive teacher is likely to feel that education is do- 
ing its job well if children are storing away large quantities 
of information. However, he overlooks the fact that unless 
children find use and value in the information they acquire, 
they are likely to keep it in mind only long enough to pass 
the required tests. After examinations are over and final 
grades have been assigned, forgetting is very rapid. And, of 
course, there are many children who refuse to be bothered 
with studying information which, they feel, has no relation 
to their lives and interests. The followers of the directive 
school of learning would like to exclude these children from 
school, but this does not fit in with our philosophy of educa- 
tion today, which may be stated in two propositions: (1) the 
modern world needs educated citizens; and (2) every child 
is entitled to an education. 

Research in the field of learning demonstrates rather con- 
clusively that learning does not occur as an accumulative or 
additive process, as the quantitative approach to learning 
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would lead us to believe. Instead, it indicates that learning 
is a process of reorganization, whereby each new skill or con- 
cept learned affects in some way what the individual has al- 
ready learned. Learning may also be seen as a process of 
growth, whereby the individual is enabled to gain increased 
competence in dealing with his social and physical environ- 
ment, as well as with himself. However, if the educator sees 
learning in terms of reorganization and growth, he is forced 
to look upon education as an infinitely complex and difficult 
process. The quantitative approach to learning, as well as the 
reward-and-punishment approach, makes learning seem sim- 
pler than it actually is. This appearance of simplicity makes 
these theories very attractive to harried educators in search 
of easy solutions to complex classroom problems. 


NSFER OF TRAINING 


There is still another concept which is likely to be favored 
by persons who follow the directive line of reasoning, and 
that is that an individual's general competency to deal with 
the problems of life can be improved or strengthened by 
studying certain specific studies that are isolated from the 
main currents of everyday life. And the more difficult and 
the more traditional the subject matter, the greater the im- 
Provement in general competency. This idea appears in the 
arguments which are put forth to defend the continuance of 
Such subjects as Latin and plane geometry as requirements 
for high school graduation. It also appears in the educational 
Philosophy which holds that students should spend long 
hours with Aristotle and St. Thomas Aquinas if they are to 
have adequate preparation for dealing with the problems of 
the world. These arguments are often proposed by persons 
who want to keep the curriculum just as it is at all costs, or 
by those who are aware of inadequacies in the present cur- 
ticulum, but who see the solution as one of reviving the cur- 


ticula and methods of former days. 
Research in the field of learning par 


AUTOMATIC TRA 


tially supports and 
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partially negates the point of view expressed in the preceding 
paragraph, which, in psychology, is termed “the theory of 
automatic transfer of training.” There is no evidence to sup- 
port the proposition that mere difficulty of subject matter 
aids an individual by “strengthening his mind” or by im- 
proving his general competency. Nor is there much value to 
be gained studying books and subjects whose content is un- 
related to the problems which students face. However, there 
is some point in children learning general principles which 
can be applied to a variety of situations, and if a teacher is 
able to help children draw out these principles and apply 
them to the problems of life as they see it, the experience 
will be a worth-while one. The important factor here is the 
competence of the teacher. Some teachers are well able to 
help children draw conclusions from subject matter which, 
at first glance, is unrelated to their everyday experience. 
Other teachers who attempt this, however, are baffled by the 
dissimilarity between the experiences of children and the 
subject matter they are supposed to teach and hence would 
prefer to employ concepts and materials which are more ob- 


viously related to the lives of children and the events of the 
world today. 


INTELLECTUALISM 


The directive approach to learnin 


: g attempts to stress the 
intellectual processes to the excl 


taught, little positive learning is likely to take place. And if 
he is negatively disposed, the emotional atmosphere must be 
arning can proceed. Lawrence K. Frank 
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has this comment to make on our tendencies to overintellec- 
tualize education: 
The dilemma of education arises from belief in man as a ra- 
tional being in whom emotion can be controlled by reason and 
intelligence. Educational programs shrink from any frank ac- 


ceptance of the underlying personality make-up and emotional 
reactions of students as entering into the educational situation 


because to do so would bring a widespread collapse of the 

whole educational philosophy and undermining of approved 

pedagogy [2]. 

Although Frank’s criticism is directed to education as a 
whole and is certainly to some degree applicable to most 
educational programs, it applies most especially to directive 
education. 


THE TEACHER AS AN AUTHORITY 


The directive method of teaching would be characterized as 
“leader-centered” or “teacher-centered” rather than “group- 
centered” because the activities of the class center around the 
teacher’s wants, plans, and demands, rather than those of 
the children. The teacher initiates all discussion, answers or 
Poses questions, and “runs the show.” He is the active, domi- 
hating leader; the children are the passive, submissive fol- 
Owers. As far as the directive teacher is concerned, the class 
does not exist as a group. It is, instead, a collection of indi- 
Vidual children, and he sees his relationship as one existing 
between him and each individual child. John Dewey be- 
lieves that this is why the commands of the teacher and the 
Submission of the students play such an important part in 
the scheme of traditional education. Because teachers do not 
See the school as a community held together by participation 
in common activities, he says, the normal and proper condi- 
tions of group control are lacking. Therefore, it is necessary, 
in such schools, for the teacher to “keep order.” Order is thus 
the teacher’s to keep, instead of being a part of the work to 


be shared [3]. 
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Another of the difficulties of the directive form of educa- 
tion stems from the attitudes toward authority that children 
bring from home. Nathaniel Cantor describes child-rearing 
practices in most homes as being largely characterized by 
punishment and the arbitrary authority of parents. He says: 


The net effect of punishment and arbitrary authority as the 
means of rearing children is to develop in them a pervasive 
sense of fear, anxiety, and hostility. To fight off the threat of 
punishment children develop many defenses. . . . These de- 
fenses are built into patterns which become the accustomed 
ways by which the growing child meets the challenges of 
schools and . . . the challenges of society, whenever he feels 
threatened by authority. . . . 

. . . Children bring to the classrooms the patterns of avoid- 
ing or meeting authority which they developed in the home. 
By listening, generally remaining silent, and being told what 
to do, when and how to do it, they can avoid conflict and the 
consequences of disobeying the teacher, the substitute for the 
authority of the parents. “Tell us what to do, we'll do it. Only 
leave us alone.” What happens to them during the classes? 
Their vivid curiosity is dulled into a stubborn resistance, and 
their creativity into a fear of being themselves. . . . Watch an 
average group of children leaving school at the end of the day. 
They are escaping from the school [4]. i 


THE LAISSEZ-FAIRE APPROACH” 


Tue laissez-faire approach to lear 
directive approach in almost every w 
tive approach assumes that children cannot be trusted to 
make their own decisions or to direct their own efforts, the 
laissez-faire approach assumes that if children are placed in 
an environment that is free from all restrictions and from 
adult domination, they will develop in ways which are 
basically sound from the standpoint of mental health and 


2? The “laissez-faire” approach is called the “permissive” approach by some 
and the “anarchic” approach by others. 


ning is opposed to the 
ay. Whereas the direc- 
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general effectiveness in living. One might say that the as- 
sumption of the directive school of learning is that children 
are basically “bad”—that is, that they will turn out badly un- 
less they are under constant supervision, direction, and con- 
trol—whereas the assumption of the laissez-faire school is 
that children are basically “good” —that is, that they will turn 
out well if only they are given the freedom and opportunity 
to work out their own destinies. 


ARGUMENTS PRO AND CON LAISSEZ- 
FAIRE EDUCATION 


Actually there are some elements of truth in both of these 
ideas. A number of writers in the field of personality develop- 
ment believe that each of us possess “a drive toward health” 
which serves as a corrective factor and which maintains the 
mental health of most of us at a high enough level to keep 
Us out of difficulties and to help us operate effectively most 
of the time [s, 6, 7, 8]. Otherwise we would not be able to 
withstand the insecurities, shocks, and unfortunate occur- 
rences which are the everyday lot of all of us, adults and 
children alike. Therefore, we undoubtedly do not give chil- 
dren enough opportunities to exercise their own potentials 
for emotional, social, and intellectual growth. We probably 
Overprotect and overdominate them more than is necessary 
or even desirable for their own good, and many of the prob- 
lems we experience as adolescents and young adults may be 
traced to such child-rearing practices, which serve, in the 
final analysis, to create children and adults who are too de- 
pendent and who have difficulty in making decisions inde- 
Pendentl i ting responsibilities. 

Yet, mipsi P that children (and adults, too) 
are basically “bad,” if by “þad? we mean antisocial” or 
“asocial.” As we have indicated in previous chapters, young 
children are highly self-centered; they want t9 do what they 
want to do, irrespective of the rights and privileges of others. 
If their self-oriented tendencies are not limited, controlled, 
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and redirected, they may continue in this immature orienta- 
tion toward life. Therefore, it appears that control and di- 
rection is necessary, both for the welfare of the child and the 
welfare of society. 

One of the basic requirements of the laissez-faire school of 
education is that the environment of the child must be com- 
pletely free in order that the more positive and healthy drives 
which control his life may be free enough to have their maxi- 
mum beneficial effect. However, the difficulty here is that it 
is impossible to create situations which are completely free 
from the interference of forces and conditions outside the 
school. Children bring into the school the conflicts, frustra- 
tions, and anxieties which are a part of life outside the school. 
For example, a child who feels that he is overdominated and 
overcontrolled at home may try to express some of this feel- 
ing by attempting to become a sort of junior dictator in 
school. If the school or the classroom is run on a completely 
permissive basis, he may actually succeed in setting up a 
tyranny more rigid and severe than that of the most authori- 
tarian teacher. Ideally, the group should be strong enough 
to resist him, yet the other members of the group have their 
problems, too, and it may meet their more or less neurotic 
needs to permit the dictator to dominate. In actual practice, 
the laissez-faire approach to education usually creates more 
anxieties than it prevents or cures because it does not provide 
help and direction for children when they need it—only 
when they ask for it. This, too, is unrealistic, psychologically 
speaking, for children will often ask for help and direction 


when they do not need it or, on the other hand, they may 
need help and direction and not be aware of it. 


THE COMPLETELY PERMISSIVE SCHOOL 
IS A RARITY 

There are very few schools and classrooms which operate on 

an avowedly laissez-faire basis. V irtually the entire educa- 

tional profession is aware of the deficiencies of this approach 
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to education. (Indeed, they are far more aware of the short- 
comings of laissez-faire education than they are of the: de- 
ficiencies of directive education.) When one does discover a 
laissez-faire situation, it is usually the result of the policies of 
a teacher who lacks the courage or the ability to control and 
direct his class or who does not care whether his students 
get any direction or control. Very rarely does one find a 
teacher who is a laissez-faire educator by philosophy and 
conviction. Nevertheless, there are such teachers, and some 
of them are quite successful, particularly with preschool 
children. Even in the most orthodox laissez-faire situations, 
however, there are elements of direction and control, which, 
in the final analysis, may be a factor in their success. 


THE GUIDANCE APPROACH 


Tue guidance approach to education is not a compro- 
mise between the directive and the laissez-faire approach, 
although it contains elements which are typical of both 
Schools. Whereas the directive approach holds, in effect, that 
when in doubt you must always direct and control children 
and the laissez-faire approach holds that you must never 
direct and control them, unless they request it, the guidance 
approach holds that the decision to direct and control or to 
“keep hands off” depends upon the situation. This means that 
Persons who subscribe to the guidance philosophy are likely 
to be in an occasional quandry and may even make wrong 
decisions, While persons who subscribe to either the direc- 
tive or the laissez-faire point of view never need to be in 
doubt as to whether to direct and control or not, the guidance 
Person is very often in doubt. As he watches the tensions wax 
and wane in the groups he supervises, he must ask himself 


again and again: “Should I step in and take over? Or will 
they work it out without my help?” Sometimes he will take 
Over and will realize later that the children would have 
Worked it out without his help and that actually he spoiled 
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what could have been a real opportunity for learning and 
positive growth. Or he will not interfere in a certain situation 
and on later evaluation will realize that the children needed 
his help and support rather badly. However, if the guidance- 
oriented person is basically a competent teacher who has a 
good relationship with his classes, an occasional error in 
judgment will not seriously impede the progress of his stu- 
dents nor disturb his relations with them. Actually, children 
often find it easier to accept a teacher who makes an occa- 
sional mistake and who is willing to admit it than one who 


“never makes mistakes” or is unable to admit to himself and 
to others that he has made one. 


ARE CHILDREN BASICALLY “Coop” 


OR “BAD?” 
The guidance approach to the question of whether children 
are basically “good” or basically “bad” varies somewhat ac- 
cording to the individual teacher, However, most guidance- 
oriented teachers believe that children are basically “good” 


and hence can be trusted to make decisions, c 


arry out re- 
sponsibilities 


, and work out their own problems far more than 
they are permitted in most classrooms. Such teachers are 
realistic enough to know that children often display anti- 
social (or at least asocial) behavior which, if left unchecked, 
would disrupt the everyday activities of the classroom. Some 
guidance-oriented teachers attribute these negative tenden- 
cies to forces and situations outside the classroom, such as 
quarreling parents, living in slums, unmet needs for love, and 
the like. Others feel that while these factors are important, 
there are elements in every child which make him want to 


behave in antisocial ways and which are opposed by other 
elements within him which impel him to act in ways which 
are essentially healthy. Regardless of what theory of per- 
sonality guidance-minded teachers subscribe to, they are 
inclined to view children realistically and to realize that 
sometimes they need freedom to develop and grow and that 
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sometimes they need direction and control. Hence, they 
would reject an approach which said that you must always 
direct and contro! children to keep them from turning out 
badly or an approach which said that you must never direct 
and control if you want them to turn out well. 


THE RELATIVE IMPORTANCE OF THE 
TEACHER 


The guidance approach to education differs from the other 
two approaches in the importance assigned to children and 
to teachers. The directive approach makes the teacher the 
important figure. His ideas and decisions are the ones which 
count and which must be considered. The ideas and feelings 
of children are not worth considering, according to this 
formulation, because children are too immature, too inex- 
perienced, and too biased by their emotions. The laissez-faire 
approach emphasizes the importance of the child. His needs, 
Wishes, decisions, and demands dominate the school. The 
School adjusts to the student, instead of the student adjust- 
ing to the school—the latter being the pattern in the school 
dominated by the directive educator. 

In the guidance approach, the relative importance of 
teacher and pupil approaches equality. This does not mean 
that the children and the teacher will each have one vote and 
that the class can then outvote the teacher. It does mean that 
the teacher will remember that the children will have “some- 
thing to say” about the kinds of educational experiences they 
are undergoing or are about to undertake. But they will not 
usually say this “something” through the medium of voting. 
Instead, the guidance-oriented teacher will create a permis- 
Sive relationship between teacher and group so that children 
Will feel free to express themselves. But he will also remem- 
ber that since children are less skilled in verbal communica- 
tion than he is, he will have to develop some highly sensitive 
Skills in order o determine how children feel, how they are 
reacting to their educational experiences, and how they view 
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or perceive what is going on in the classroom. This means, 
further, that the guidance-minded teacher must become a 
keen and sensitive observer and a perceptive listener, other- 
wise he will not know how to give children an opportunity 
to participate in the plans and conduct of their education. 

Again, this does not mean that the teacher completely re- 
makes and redesigns each curriculum for each class or for 
each individual. For one thing, it would be inefficient for the 
teacher to discard techniques and materials which had be- 
come useful parts of his repertoire. For another thing, the 
teacher has responsibilities to the community, the adminis- 
tration, his profession, and to himself. The job of the guid- 
ance-oriented teacher is to maintain a good balance among 
these responsibilities over a period of time. However, he will 
expend a large portion of his energy in making it possible for 
children to participate in the educational process in accord- 
ance with their level of maturity. Another way to put this is 
to say that the guidance-minded teacher shares his leader- 
ship with the class, whereas the directive teacher retains the 
leadership for himself alone, and the laissez-faire teacher as- 
sumes virtually no leadership at all, but abdicates his lead- 
ership. 


Margaret Heaton has this to say about the teacher’s role 
as a leader: 


. . . The teacher who does a great deal of “telling” may be 
interesting to the students, may intrigue them with new termi- 
nology, but may leave them quite passive and with no useful 
insight into their own problems. The teacher, on the other 
hand, who sets the stage for students to talk about their own 
experiences and trains them to draw their own conclusions and 
to experiment with new ways of meeting their needs can make 
students sensitive to their own emotional problems and active 
in finding ways to deal with them. The success of such teach- 
ing can be evaluated in terms of whether students become 
more responsive to the emotional needs of others and more ex- 


perimental in planning ways of dealing with their own feel- 
ings [9]. 
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SENSITIVITY TO STUDENTS? NEEDS 


It is often difficult to identify persons who are genuinely 
sensitive to the needs and feelings of students because so 
many directive people firmly believe that they know what 
students want. They sincerely believe that they have made 
an accurate reading of the feelings and needs of their stu- 
dents, and that this now serves as the basis for their choice of 
curricula and methods. However, what usually has happened 
is that they have confused their own feelings and needs with 
the feelings and needs of the students. 

One of the basic requirements for good communication is 
a sense of equality on the part of the persons involved (a 
kind of mutual “self-respect”). Since the directive teacher 
cannot regard students as equals, as persons with anything 


worth while to communicate, he is unable to develop true 


perspective with regard to what they really think and feel. 


Therefore, he is free to believe in his (erroneous) analysis 
of students and their needs, insulated as he is against the 
corrective influences of the truth. When one suggests that 
Perhaps he has misinterpreted the wishes of students, he is 
likely to react as though a question had been raised about 
his integrity and sincerity, since he is unaware that his stu- 
dents are unable to communicate effectively with him, or 
even that, basically, he really does not want to make it pos- 
Sible for them to communicate. 
DIRECTIVE EDUCATION AND ITS APPEAL 
TO THE LAYMAN 
Probably the great bulk of the people in this country, or, for 
that matter, in the Western world, are sympathetic to direc- 
tive forms of education. For one thing, the principles which 
underlie the directive viewpoint are very simple. (Actually, 
this simplicity is deceptive; any situation which involves hu- 


Man relations is in reality highly complex.) Furthermore, = 
emphasis, in the directive approach, on the dominant an 
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important teacher as contrasted to the subordinate and rela- 
tively insignificant students is very similar to the state of af- 
fairs existing in business and government organizations in the 
world outside the school. The man in the street is so used to 
living in an environment where someone is always con- 
trolling and others are always taking orders, that he is made 
uneasy by any situation which seems unfamiliar, which dif- 
fers in any way. He does not understand that ordering or di- 
recting someone to learn does not make for the best condi- 
tions for learning, and he does not understand that people 
learn most effectively in situations where they are stimulated, 
encouraged, and helped to find out things for themselves 
(granting, of course, that younger children need far more 
help in this than older ones). 

Because of this tendency to look unfavorably on permis- 
siveness or any kind of freedom in learning situations, the 
man in the street tends to lump under one heading all sys- 
tems which differ from a clear-cut directive approach. The 
usual label he applies is “progressive education.” Progressive 
education can be understood to mean those forms of educa- 
tion which attempt to use the ideas of educators like John 
Dewey and William Heard Kilpatrick, but the term has be- 
come so heavily charged with emotion that it has lost much 
of its original meaning, as far as the lay public is concerned. 


Like so many emotionalized terms, it has come to mean 
whatever the speaker wants it to mean. 


CONFUSION REGARDING GUIDANCE AND 
LAISSEZ-FAIRE APPROACHES 


To the man in the street, a “progressive” school is one in 
which the children are permitted to “run wild,” where they 
are not required to meet any standards, and where few if any 
limits are imposed. In actuality, this picture comes closer to 
laissez-faire education, although it does not take into con- 
sideration any of the philosophical bases for this approach. 
Although the teachers who adhere to what we have in this 
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text termed the “guidance approach” do maintain standards 
and employ direction and control (although their approach 
to both these matters differs markedly from that of directive 
teachers), they have so far not met with much success in 
helping lay persons to see that their methods of education are 
quite different from those of laissez-faire teachers. Grace 
McLean Abbate has this to say on the subject: 


For some time, child psychiatrists have been concerned 
about the way in which psychoanalytic theory, as well as the 
teachings of Dewey, Kilpatrick, etc., have been distorted in the 
tion of children. Thus, to psychoanalytic 
concepts and teachings have been attributed the idea that any 
frustration causes neurotic disturbances, that any deprivation 
imposed upon the child is necessarily evil, and that any inter- 
ference from the world of the adult damages the child’s proc- 
ess of emotional growth. In accordance with these misconcep- 
tions, the atmosphere of child education, which includes parent 
and school influence, must be permissive, non-thwarting, and 


non-restrictive. 
It is true that there was a pe 


rearing and educa 


riod two or three decades ago 


when early psychoanalytical concepts as then applied to the 
education of children, particularly those of the middle class, 
gave impetus to the removal of most controls; but psychoana- 
lytic experience soon revealed that the uninhibited, undis- 
ciplined child developed many anxieties and disturbances. 
This knowledge, however, was integrated into the teaching 
and guidance of parents and educators only partially or not at 
all. Today, we know that for the development of an adequately 
adjusted personality it is necessary for the child, and particu- 
larly the young child, to be exposed to the control of his par- 
ents and teachers. Nevertheless, we still find, all too often, per- 
missiveness and an «,dult-hands-off” attitude the prevailing 
philosophy both in homes and schools [10]. 


In the eyes of the directive educator and the lay public, 
the question of freedom in the classroom is all or none — 


either the teacher dominates the class or the class dominates 
the teacher. Thus, it is relatively easy for them to assume 
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that because laissez-faire and guidance educators have simi- 
lar points of view in one respect, their approach must be 
identical. Interestingly enough, the laissez-faire educator 
often classifies the guidance-oriented educator with the di- 
rective because both believe in using controls and are con- 
cerned about discipline. 

This confusion in the minds of both educators and the lay 
public makes the task of the guidance-minded educator all 
the more difficult. Not only must he devote a major portion 
of his attention to the energy-consuming task of maintaining 
a classroom atmosphere which is friendly to learning, but he 
must also struggle to keep his form of education from being. 
taken over, crippled, or dominated by educators of the direc- 
tive or the laissez-faire persuasion. Since the latter constitute 
such a minute proportion of the educational profession and 
since the former are not only numerically large, but also have 
the support of most of the lay public, the guidance-minded 
educator must very often cope with severe pressures in order 
to keep his methods from becoming more directive and to 
continue to provide the kind of education he believes in. 


WHERE DO MOST TEACHERS FIT INP 


As we stated earlier in this chapter, most teachers do 
not fit neatly into the three classifications we have described: 
Most teachers use a combination of at least two of the three 
approaches. Although both the guidance and laissez-faire 
approaches have been attacked severely during the last few 
years by the more conservative elements in the profession, 
there has, nevertheless, been a trend in the direction of 
greater permissiveness and greater freedom in the classroom- 
Some teachers, whose attitudes readily identify them as di- 
rective, use some teaching methods which appear to be bor 
rowed from the guidance approach to education, while othe" 
teachers, whose methods are still largely directive have 
adopted a point of view toward education which is decidedly 
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more sympathetic to the guidance approach. These gaps be- 
tween theory and practice may be symptoms of accelerating 
change in educational practice, or they may be a reflection 
of the indecision, shifts, and swings which have characterized 
the public’s attitude toward all manner of things during re- 
cent years. Whatever the cause, the result is an emotional 
climate which has its advantages and disadvantages—it 
makes the task of the guidance-minded educator more dif- 
ficult, but it also renders the fixed positions of the directive 
and the laissez-faire educators less tenable. 

It should be clear from the foregoing discussion that the 
sympathies of the mental hygienist are largely with the guid- 
ance approach to education, inasmuch as it appears to pro- 
vide the conditions most favorable to mental health in the 
Schools. Yet, one must grant that good teaching is more than 
being guidance-minded, and, furthermore, that there are 
thousands of effective teachers who are not particularly guid- 
ance-minded. And the classification we have made of direc- 
tive, laissez-faire, and guidance are not the only ways of 
classifying and describing approaches to education. 

Leland B. Bradford and Ronald Lippitt identify four types 
of leaders: the hardboiled autocrat, the benevolent autocrat, 
the laissez-faire leader, and the democratic leader. Although 
their characterization of these leaders is oriented primarily to 
an industrial setting, nevertheless, it is pertinent to educa- 
tion, 
yes orders and employees carry 
them out, He believes that he must constantly check up on 
everyone to maintain production. He is careful not to spoil 
employees with too much praise. Results: Some submission, 
but accompanied by an undercurrent of resentment and in- 
cipient rebellion; no one assumes any more responsibility than 

e is forced to take; buck-passing is very conn employees 
are irritable and unwilling to cooperate with ane other; there 
is much backbiting; the works slips badly when the supervisor 


Is not present. 


The hardboiled autocrat gi 
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The benevolent autocrat would be shocked to learn that he 
is autocratic. He is interested in his employees, wants to see 
them happy, praises as well as criticizes, is seldom harsh or 
severe, tries to think he is developing a happy-family type of 
group. His praise is always phrased in terms of his own stand- 
ards: “That’s the way I like to see it,” or “Thaťs the way I 
want it done.” He tries to make employees dependent upon 
him and him only for their standards of work. Failure to live 
up to these standards is taken as evidence of disloyalty. Re- 
sults: Most employees like the supervisor, but those who see 
through him dislike him intensely; no one shows much initia- 
tive about his work until he can check with the supervisor; the 
tone of the group is characterized by submissiveness and lack 
of individual development; production is good as long as the 
supervisor is on hand to give directions. 

The laissez-faire leader may be one who lacks confidence in 
himself and hence buries himself in paperwork or stays away 
from his employees. Or he may feel that being a “good fellow 
means avoiding demands or restrictions. He does not set any 
clear goals, he avoids making decisions, and he lets things 
drift. Results: Lowest morale and productivity; work is sloppy 
and output low; employees have little interest in their jobs; 
much buck-passing, irritability, and unrest; no teamwork or 
cohesion; no one knows what to do or what to expect. 

The democratic leader shares decision-making or work- 
planning whenever or wherever possible. When he must make 
a decision, he is careful to explain the basis of his decision to 
the group. He is careful to develop as much participation, 
opinion-giving, and responsibility as possible, Praise and criti- 
cism are delivered in terms of work and results, Results: Group 
shows high degree of enthusiasm; quality and quantity of work 
are highest of all types of groups; employees show more emo- 
tional involvement in their work; there are fewer problems in- 
volving disputes between employees; the supervisor can de- 
vote more time to planning and constructive leadership [11]. 


The applicability to teaching of Bradford and Lippitt’s de- 
scription of the four types of leaders is apparent if we substi- 


tute the word “teacher” for “leader” or “supervisor” and the 
word “student” for “employee.” 
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: Ruth Cunningham describes five patterns of interaction 
etween teachers and classroom groups: 


1. Adult Rule, Child Obedience. The teacher employing this 
pattern assumes that he holds absolute authority and that 
pupils should comply unquestioningly with his demands. The 
reaction to this pattern is either one of docile obedience or 
open hostility. 

2. Planless Catch-as-Catch-Can Pattern. There is no attempt 


by the teacher to control or organize the group. The reaction 


here is one of confusion, insecurity, and keen competition for 
the control of the group among class members, among small 
groups in the class, or between the total group and the teacher. 

3. Teacher Planning with Individuals. Teachers using this 
approach interpret planning as @ process of individual pupil- 
teacher interaction. Each student in turn plans a course of 
action with the teacher. Some groups appear to like this, par- 
ticularly if they like the teacher. But it does not provide op- 
portunities for classes to make progress and to interact as total 
groups. f 

4. Adult-directed Group Planning. Teachers using this pat- 
tern permit group interaction and planning within rigidly de- 


fined boundaries. Groups in this situation are able to plan 
short-range, limited projects, but cannot plan for long-range 


goals. 
5. Group Self-Management through Group Planning. This is 
the ideal. A group that is able to develop goals, plan attain- 
ment of goals, cooperate in achieving them, and evaluate its 
progress in a group that will learn, grow, and develop. 
Cunningham notes that good teachers in a democratic 
society do not limit the scope of their classroom activities to 
Patterns 4 and 5, but rather, are inclined to use whatever 
Pattern happened to be appropriate to the situation at hand. 
us seemingly less desirable patterns may provide im- 
Portant experiences (if used appropriately), even though 
Patterns 4 and 5 are the ideal [22]. tee 
_ The patterns we have described so far have a similar basis, 
m that they involve some elements of autocracy, laissez faire, 
and democracy. However, Robert N. Bush uses a threefold 
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description of teacher behavior that cannot be fitted easily 
into these categories. Although the types of teachers he de- 
scribes are more often found in secondary schools, some of 
their characteristics typify a great many elementary teachers: 


Type A. This type might be called the academic teacher. He 
is primarily interested in subject matter. He would have liked 
to continue study in his own field. Meanwhile, he tries to keep 
up with new developments in it. When he goes back to sum- 
mer school, he much prefers to take courses in his own subject 
field than in further professional courses. He is often a brilliant 
teacher of his subject. He is very sensitive about maintaining 
high standards of workmanship and scholarship; his criteria 
are usually of college-preparatory level. He does his best job 
with college-bound students, since they are more likely to do 
well in his subject and to find it interesting. He does not do 
much counseling with his students; often knows very little 
about their home background; is impatient with psychological 
explanations for poor student work which he is prone to term 
“excuses.” He flunks students with a clear conscience. 

Type B. This type might be called the counselor-teacher. 
He is first of all interested in students. He uses subject matter 
mainly as a way of working with young people; in fact, he 
often throws traditional subject matter out the window if he 
finds a substitute that comes nearer to the interests or needs of 
students. Sometimes his teaching is a little dull in the classroom 
because he did not spend enough time preparing for it. Most 
of his attention is devoted to students and their problems and 
only incidentally to the chores of teaching. He would rather 
pass all students than fail anyone. He gives grades almost in- 
tuitively, because of the effect on the student than for any 
P, attainment. He is apt to drive Type A teachers 

OR ‘tais account, since they can never understand each 
other’s different view of the function of grades and standards. 
Type B teachers are sometimes extroverts who seem happiest 
when with a group of people. Sometimes they are sensitive 
and easily hurt because of their awareness of people, their 
emotions and motives. 


Type C. This kind of teacher might be called the inspira- 
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tional type. Like Type A, he loves his subject field, but on an 
emotional basis primarily. He is convinced that if people only 
loved to play music, to paint, to play on the team, then all the 
ills that troubled them would probably fade away. This is the 
kind of teacher who will put on marvelous plays and have 
constant wrangles with the rest of the faculty . . . [because 
he insists] that the students be released from any and all 
classes for rehearsals. Obviously taking part in a dramatic pro- 
duction (or playing on the team, or being in the band, or 
participating in a debate, or putting out the school newspaper, 
or decorating the gym for a fiesta) is more rewarding to the 
student’s total personality than any class! These teachers are 
likely to get support from Type B teachers, but Type A teach- 
ers resist them to the last breath. A running battle usually goes 
on all year between this kind of teacher and those who have 
the students in other academic classes. The inspirational-type 
teacher usually asks only that students feel the spark, share his 
enthusiasm for the activity. Then even lack of skill may be for- 
given. This teacher, however, may sometimes be impatient 
with the unskillful and devote most of his time and energy to 
those who are enthusiastic and talented [13]. 


ers described by Bush, Type B 


OF the three types of teach 
tered and guidance-minded, 


1s more likely to be group-cen 
ut only if he works to promote interaction among members 
of his group. Otherwise, he may proceed no further along 
the scale of group-centered behavior than Cunningham’s 
Type 8 (teacher planning with individual students). Bush’s 
types of teachers are extremes, of course, and most teachers 
in secondary schools represent a blending of the traits and 
Qualities he lists. 

Good teachers will be found under any and all of the 
classifications we have used, provided good instruction is our 
chief criterion. But if we are deeply concerned about the 
emotional health of students and the development of class- 
room conditions favorable to emotional and social maturity 
as well as intellectual maturity, We shall in future years be 
ooking more to the teachers who may be characterized as 
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guidance-minded, group-centered, and democratic to provide 
children with the kinds of educational experiences we be- 
lieve they should have. 
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THE TEACHER AS A PERSON 


OF POWER AND AUTHORITY 


THE most important person in the classroom, in terms of de- 
termining what kinds of experiences children will have, is the 
teacher. Most of what goes on in a classroom is with direct or 
indirect reference to the teacher: “Because the teacher wants 
me to . . .” “What will the teacher think?” “Let’s pin this 
sign on George’s back and see what happens.” “Did you hear 
that Sue got an A out of Miss Turlock?” “Come on, kids, we 
have to make a report on this tomorrow!” 

In all these statements the teacher is in evidence. Some- 
times the statement is about him, as in the case of the child 
who is concerned about what the teacher might think; and 
sometimes he is a psychological force very much in the back- 
ground, but nevertheless present, as in the case of the boy 
who wants to pin a sign on George’s back. To be sure, the 
boy wants to see what George will do, but he also is inter- 
ested in what the teacher will do. Furthermore, his desire tO 
play a prank at this particular time is conditioned by the 
psychological atmosphere which the teacher has played a 
part in creating. 

Another way of describing this situation is to say that the 
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teacher is the most powerful person in the classroom, psy- 
chologically speaking. His ability to reward and punish is 
usually greater than that of any individual in the room; he 
sets the pace; he takes the initiative, or rather, the initiative 
is his if he wants to take it. The teacher's power is such that 
even when he does nothing, he does something to the class. 
He even has an effect on the class when he is not present. 

In psychological terminology, the teacher is “an authority 
figure.” He is a repository of power because other persons of 
greater power and authority have assigned him the role of 
Supervising children and have given him the power and 


freedom to carry out his responsibilities. And many of his 


successes and failures as a teacher are the result of how he 


uses his power. 
There are a number of roles which teachers play in using 


their power. There is the role of the parent, the role of the 
supervisor or “boss,” the role of the professional expert, and 
the role of the guidance worker and therapist. 

Many teachers, particularly in the lower grades, are aware 
that they have parent-like qualities, at least in the eyes of the 
children in their classes. For example, children often accept 


the teacher's evaluations and pronouncements with a kind of 
finality— “It’s so because the teacher says it’s so.” Sometimes 


this blind acceptance of the teacher as an authority figure 
Produces a conflict in the mind of the child, particularly 
when parents and teachers are in disagreement. In some re- 
Spects parents and teachers are conflicting authority figures 
to the extent that they compete for the control of the child. 
a this way they enact the drama of society versus the fam- 
ily, with the teacher representing the demands of society. In 
other respects—and this is more common—the teacher repre- 


Sents an extension of parental authority to the child. The 
ame sorts of demands 


child sees the teacher as making the sa i i 
that his parents make and therefore tends to view them in the 
Same light. This leads many children to behave toward 


teachers much as they do toward their parents. 
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CHILDREN REGARD PARENTS AND TEACHERS 
IN THE SAME LIGHT 


Tue psychological term which is applied to this kind of 
development is “transference.” In effect, the child is “trans- 
ferring” the attitudes and behavior which he displays toward 
his parents to the teacher; he is acting as though his parent 
and his teacher were the same person. In reality, of course, 
they are not. Even though his teacher’s attitudes resemble 
those of his parents in some respects, it is certain that they 
do not resemble them in every respect. Because the teacher 
is a different person with a different personality, his expecta- 
tions of a given child are bound to be different from those of 
the child’s parents. Yet many children, particularly children 
who are emotionally disturbed, insist on making this mis- 
taken identification. 


Robert was a child of this sort. The youngest child of three, 
he was his mother’s favorite. She always had the best of in- 
tentions. She really did not mean to indulge him, but always 
found herself giving in when he put up any fuss. When Robert 
went to school, the teacher made demands on him. She asked 
him to copy the numbers in the workbook. Robert tried this 
for a while, but it was hard and he found it more interesting to 
write his name instead. The teacher was disappointed and said 
so. Robert just smiled at her because he knew that it wasn’t 
very important and that she would get over it. After all, she 
was his “mother” at school. 

But the teacher did not get over it. As the days wore On, 
she made more and more demands on Robert. She asked him 
to try to read and to spell. She asked him to pick up the blocks 
and to help the other children put away the things in the doll 
corner. Sometimes Robert would try for a while, but usually 
he would wander off and do as he pleased because he “knew 
that the teacher would not mind. 

Inevitably, Robert was punished. He had to stay in during 
recess. He had to stay after school till he had picked up the 
blocks. He could not go with the other children to see a puppet 
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show. But Robert's faith in his “school mother” never wavered. 
He was puzzled and unhappy when he was punished, but he 
consoled himself with his steadfast belief that she didn’t mean 
it and that next time it would be different. 

When Robert arrived in the third grade, he had not learned 
to read and had not developed fundamental number concepts. 
He was causing more difficulty in the classroom because he 
was demanding more and more of the teacher's time and had 
developed the technique of teasing other children until he re- 
ceived the attention he craved. His third-grade teacher was 
less tolerant and permissive than his first- and second-grade 
teachers, She scolded him when he refused to try and sent 
him to the principal's office when he played tricks on the 
other children and refused to carry out the tasks she assigned. 
But Robert's attitude did not change. He still acted as though 
he expected the teacher to change her mind at the last minute 
and not require him to finish his assignment or learn the words 
on the spelling list. He always seemed surprised when she in- 
sisted that he complete his work and live up to his responsi- 
bilities, Apparently he could not understand why she was 


angry and reprimanded him. 


Although Robert's inability to differentiate adequately be- 
tween his teacher and his mother is extreme, it is not un- 
usual. However, most children are more realistic than Rob- 
ert, and although they may halfway hope for or expect the 
same treatment from their teachers that they receive from 
their parents, they recognize the more essential differences 
in the two kinds of relationships. Robert’s problem is a dif- 
ficult one; it will not be solved either by permitting him to 
‘get away with it,” or by punishing him for being disobedi- 
ent. Very likely he needs the professional attention he would 
get in a child-guidance clinic. 

Another form of transference is t 
to regard the other children in the cl 
Sisters with whom they must compete for the attention and 
approval of the teacher. A certain amount of this sort of 
sibling rivalry” is the norm in most families, and usually it 


he tendency of children 
assroom as brothers and 
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is held in check by sensible parents or even by the pee 
themselves. Since children are used to this pattern of life a 
home, it is probably inevitable that they should transfer w 
relationship to the classroom, particularly if they already 
tend to look upon the teacher as a sort of substitute parent. 
However, the sooner children realize that the classroom is 
not a family and that the skills which are useful in sibling 
rivalry are not appropriate to the more group-oriented activi- 
ties of the school, the sooner they will be able to profit from 
their classroom experiences. 


TEACHERS HAVE TROUBLE WITH 
TRANSFERENCE TOO 


Tue problem of transference is one which is not con- 
fined to children, although it is easier for the teacher to ob- 
serve children in the act of “transferring” than it is for him 
to realize that he, too, has transference difficulties. These 
difficulties appear in a variety of forms. One of the com- 


monest is that of “counter-transference.” Mr. Bledsoe’s clash 
with Robin will serve as an example. 


Before Mr. Bledsoe met his new fourth 
warned about Robin. 


“Robin,” Mrs. Larue, the principal, told him, “is a bitter, 
sullen child. Her parents were divorced when she was three, 


and she went to live with her father. After 
married a wom 


grade, he had been 


a year or two he 
an who had two boys, both older than Robin. 
Robin’s stepmother does not give Robin one-tenth the attention 
she gives her boys, and her father is away from home much of 
the time. When he does come home, he usually takes his step- 
sons golfing or fishing. Robin has never heard from her own 
mother since the divorce.” 

Mr. Bledsoe interrupted at this point. “Haven’t we been able 
to get her parents to give her a little more attention?” 

Mrs. Larue was silent for a moment. “We have asked them 
to come in several times to discuss Robin’s work, We didn’t 
want to mention her behavior, because we were afraid that WE 
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would get her into trouble, and she has trouble enough, poor 
child. Well, her father never came. Her stepmother came 
twice, but she really wasn’t very interested. She feels that 
Robin is a very stubborn little girl and that no one can do 
much with her.” 

She paused and then continued. “The reason I wanted to 
talk to you about Robin, Mr. Bledsoe, is not only that she has 
these difficulties at home and will therefore need a lot of un- 
derstanding from the school, but also that she is a child who 
will say and do things which seem deliberately aimed at get- 


ting other children and the teacher angry. She doesn’t do this 
very often, but she seems to pick a time when a chance remark 


of the wrong kind will cause the most difficulty.” 

During the first few weeks of the term, Mr. Bledsoe tried to 
be friendly to Robin, but without much success. There was no 
question about it, she was a difficult child to work with. She 
just would not communicate. As the weeks rolled by, he be- 
came immersed in other problems. Robin’s work was about 
average for her grade and she gave him a little trouble, though 
not enough to notice. He was somewhat irritated when she 
refused to recite, but remembering her difficulties, he yielded 
to her refusals and called on someon? else. 

One morning the fourth grade got a new student, a Negro 
girl from an out-of-state school. Mr. Bledsoe seated her next 


to Robin and then went about the business of conducting 
ame to him in tears and said 


class. After recess, the new girl c: 
that Robin had been making fun of her color and her way of 
talking. 

Now, for the first time, Mr. Bleds 
Robin. If there was anything he could not stomach, it was race 
prejudice. No sooner had the class assembled, than he called 
them to order and gave them a lecture on tolerance and the 
evils of race prejudice. He did not mention Robin by name, 


but he looked at her a couple of times. She did not look at him, 
n the incident, he won- 


but stared at her desk. Thinking back © t 

dered whether it was the best thing to do. The new girl seemed 

very uncomfortable when he was talking, and all the class 
ad finished. 


craned their necks to look at her when he had ; 
An hour or so later, the class was on aà social studies unit 


oe was genuinely angry at 
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which involved some writing on the board. As they were dis- 
cussing the material on the blackboard, Mr. Bledsoe noticed 
that one of the children had mispelled the word “separate, 
using three “e’s” and one “a.” He started to correct the word 
and then realized, to his horror, that he could not remember 
whether the “p” or the “r” should be doubled or not. He tried 
writing it with two “p’s.” That didn’t look right either. He was 
just starting to erase it again, when he heard Robin say: 

“I don’t think you know how to spell that word.” 

Mr. Bledsoe felt as though something had exploded inside 
his brain. He wanted to hit her. Fortunately, he was able to 
control himself, and his voice had almost no emotion in it as 
he said: 

“Robin, leave the class and go down to see Mrs. Larue.” 

Mr. Bledsoe himself dropped into Mrs. Larue’s office after 
school. He had to force himself to do it, yet he knew it was 
the only thing under the circumstances. On the other hand, 
he felt as though he wanted to talk to someone about the inci- 
dent. He felt as though he was very much to blame—after all, 
he knew what Robin was going through at home, and Mrs. 
Larue had warned him about her. F urthermore, he had prom- 
ised himself that he would try to succeed with Robin where 
other teachers had failed. And now he, too, had failed. 

When he had finished describing the events of the morning, 
he sat back and waited for Mrs. Larue to confirm his feeling 
that he was entirely to blame for the incident. Instead, she 
said mildly, 

“I could tell you that you ought to know that when Robin 
acts this way, she is not attacking you, but the parent she 
thinks you are. It is her way of getting back at her parents. I 
could say that you should therefore not be angry. Yet I know 
that it is very difficult to keep this in mind when you are in 
front of a class and a child makes a verbal attack on you when 
you have not yet recovered from the jolt she gave you an hour 
previously, No, Mr. Bledsoe, as long as we teachers are human, 
we are bound to make some mistakes, and I think I know you 
well enough to say that I don’t think you make many mistakes 
like this one. Furthermore, with the kind of relations you have 
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with your class, you know this is not going to make any real 
difference to them.” 

“But I am more concerned about Robin. Life for her is very 
difficult, and as long as it is difficult, she is going to make trou- 
ble for other children and, of course, for teachers like you and 
me. I think I will ask the county psychologist to put Robin on 
her waiting list, although, frankly, I shall be surprised if it does 
much good—unless, of course, the situation improves at home.” 


Mr. Bledsoe’s experience has been shared by many a 
teacher who has been irritated or angered by the verbal at- 
tack of a child who identifies and confuses the teacher with 
his parents. It is difficult for a teacher at such times to realize 
that the child is attacking not this teacher in particular, but 
authority figures or adults in general. Although the child’s 
remarks may be “personal” in nature, there is nothing per- 
sonal about his motivation. The reprimand or other form of 
punishment which usually follows such an attack does not 
help the teacher to understand the situation and seldom 
helps the student to improve his behavior. It may, of course, 
relieve the feelings of the teacher, and sometimes this is un- 
derstandably urgent. However, once the incident is passed, 
it should not be allowed to stand in the way of the develop- 
ment of better relations and improved communication. 


MISINTERPRETING CHILDREN S BEHAVIOR 


An important thing, then, for us to understand about trans- 
ference is that it leads teachers to misinterpret the behavior 
of the children in their classes. An extreme example of this is 
that of the teacher who believes that children can never be 
trusted. An equally extreme example is that of the teacher 
who believes that children never cheat. Each of these evalua- 
tions is unrealistic and is a distortion of the real situation. A 
Common example of such distortion is that of the teacher who 
Says that all the girls in her class love her, but the boys must 
date her because they act like demons. When we observe 
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her classes, we come to the conclusion that her pupils are all 
afraid of her, but the girls, being more submissive than the 
boys, express their fear by asking her questions and by mak- 
ing a show of being pleasant to her, whereas the boys express 
their fear through rebellion. 

Because transference is so much a part of us, it is very un- 
likely that we shall see how we tend to make certain con- 
sistent misinterpretations of children’s behavior even when 
these tendencies are pointed out to us. Only too few of us 
have the insight and humility displayed by Mr. Bledsoe fol- 
lowing his difficulties with Robin. One hopeful note is that 
as we become more mature and more experienced as teach- 
ers, we may become more aware of our tendencies to mis- 
interpret the behavior and attitudes of children and thereby 
become more objective. Hence, we must not be too un- 
sympathetic when we observe that children consistently 
misinterpret our attitudes and intentions. 

Such misinterpretations are not limited to the relations 
between teachers and students. Mason Haire and Willa 
Grunes conducted an experiment whereby they asked college 
students to write paragraphs describing a factory worker, 
basing their description on a list of characteristics supplied 
by the experimenters. One group of students was supplied 
with a list that included the word “intelligent”; the other list 
was identical except that it did not include the word “in- 
telligent.” Students who were supplied with the first list had 
difficulty in describing the worker because the concept of 
intelligence did not fit in very well with their stereotyped 
preconception of a factory worker. Some reacted by omitting 
the idea of intelligence from their descriptions; others used 
the concept but felt called upon to explain why an “intel- 
ligent” person would be working in a factory; and still others 
made large alterations in the personality of the worker. In 
general, students attempted to maintain their original stereo- 
typed concept of a factory worker and resisted inclusion of 
the idea that he could be intelligent [1]. The students in this 
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experiment are like teachers who have fixed ideas of what 
children are like and maintain these concepts in spite of 
evidence to the contrary, or like children who endow teach- 
ers with the personal qualities of their parents and who main- 
tain these concepts in spite of the fact that their teachers 
may behave quite differently from their parents. 

Another study which is of interest here is the experiment 
conducted by Harold H. Kelley, who introduced a substitute 
instructor to several economics classes in college by inform- 
ing half the students in each section (using a mimeographed 
description) that the instructor was “a rather cold person” 
and the other half that he was “a very warm person.” During 
the discussion that took place, it was observed that students 
who had been informed that the instructor was “warm” par- 
ticipated more than those who were informed that he was 
“cold.” After the discussion period, students were asked to 
evaluate the instructor. Their reactions here showed that the 
two groups viewed the instructor quite differently [2]. 

This study shows the importance of first impressions in 
Subsequent reactions to people. No one knows how much 
of what goes on in groups is conditioned by first impressions, 
but they doubtless play a large part in the kind of interaction 
that takes place between students and teacher and in the 
oveluations that both teachers and students make of each 
Other, 


SHARING POWER AND RESPONSIBILITY 


One of the problems experienced by most persons who 
have power and authority is that of motivating the indi- 
Viduals they supervise. This is a problem which is shared by 
Parents, teachers, administrators, army officers—in short, by 
anyone who controls, directs, or guides the activities of 
others. One reason why this problem is so difficult is that the 
Person in authority is repeatedly faced by the need to decide 
0w much freedom to allow his subordinates. The usual 
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practice followed by persons in authority may be phrased, 
“When in doubt, restrict freedom.” Any person who has had 
the supervision of children knows that there are times when 
freedom must be restricted in order to help them establish 
better controls. The question in this discussion is whether 
freedom should continually be restricted. 

Some “authority figures” are always in doubt, always in- 
secure. This means that the freedom of those they supervise 
is constantly restricted. Indeed, it can be predicted that the 
greater the insecurity of the person in authority, the more 
likely he is to restrict the freedom of those he supervises. One 
of the best examples of this is the reluctance of many par- 
ents to permit adolescents to make any decisions or to take 
any actions on their own responsibility. When such parents 
begin to see that their children have reached an age at which 
they can begin to make decisions and act independently, 
they become anxious and worried for fear that their children 
might make some mistakes, overlooking the fact that making 
mistakes is a necessary part of the learning process. To be 
Sure, parents are often plagued by other worries, not the 
least of which is fear of getting old. Thus a common pattern 
is for the parent of an adolescent to take a tighter grip, so to 
speak, on the life of his child, partly because he needs to 
reassure himself that the fact that his child is growing up 
does not mean that he (the parent) is growing old, and 
partly because he does not trust the child to learn how to 
make proper decisions and take responsibilities. 

Nor are parents the only offenders. Supervisors and ad- 
ministrators in business, industry, and government service 
are often afraid to give their subordinates any responsibility. 
Again, the rule holds true: the greater the insecurity of the 
person in authority, the more likely he is to limit the freedom 
and responsibility of the persons he supervises. Insecure au- 
thority figures appear to get a sort of perverse neurotic 
pleasure out of deciding that their underlings cannot be 
trusted, which means that the person in charge ends up by 
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making all decisions. However, before we become too un- 
sympathetic, we should realize that being an administrator 
means subjecting oneself to the kinds of pressures and de- 
mands that produce insecurities. In other words, not all the 
insecurity experienced by persons in authority is of a neurotic 
origin. 


HELPING CHILDREN TO LEARN 
RESPONSIBILITY 


It is an important part of the job of the teacher to help chil- 
dren learn how to make decisions for themselves, to accept 
responsibility for their own deċisions and actions, and to 
make constructive use of increasing amounts of freedom. 
This task calls for a great deal of skill, understanding, and 
emotional maturity. Each teacher has to decide for himself 
how much freedom he wants his class to have. His problem is 
Complicated by the great variation among individual chil- 

ren as to their readiness for freedom, as well as by the 
Variation among the classes he teaches. Since most of us 
“ave some minor neurotic problems which keep us from be- 
ing as effective and as emotionally mature as we would like 
to be, we must cope with our own tendencies to restrict the 
freedom of children more than is necessary or desirable. Still 
another factor which operates to make our situation even 
More difficult, is that there are citizens in every community 
Who believe that the way to help children grow into responsi- 

€ citizens is to restrict their freedom for thought and action 
more than whatever the local practice happens to be. In 
other words, even if the schools in the community restrict 
children more than is desirable, these people will want 
even tighter and more rigid restrictions and controls. In- 
deed, their remedy for any educational problem is to 
™pose even greater restrictions. Fortunately, most persons 
Of this persuasion are a minority in most communities; how- 
Sver, they are usually a highly vocal minority. Since they do 
Not hesitate to speak up and make their views known, they 
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are likely to exert more influence with school boards and 
administrators than their number would lead one to expect. 
Thus the teacher who is trying to give children opportuni- 
ties to think and act for themselves is hampered by the great 
variability among children and classes, his own more or less 
neurotic tendencies, and the feeling of some members of the 
community that school children have too much freedom any- 
how. It is little wonder that most children get insufficient 
opportunity to practice the skills of democratic living. 


THE TEACHER AS A PERSON OF 
POWER AND EXPERTNESS 


WE nave said that the teacher is a person of power and 
authority in his classroom, whose success will depend on how 
he uses his power and authority. Erich Fromm points out 
in Man for Himself that authority which is based solely on 
power, that is, solely on the ability to control and direct 
others, is not a healthy kind of authority, whereas authority 
which is based on competence, that is the ability to help 
others to grow emotionally and intellectually and to become 
“a ra and useful, is a healthy type of author- 
ity [3]. 


S. A. Szurek, noted psychiatrist, has expanded on Fromm’s 
concepts of authority as follows: 


In one type of relationship—which might be called authori- 
tarian—coercive power, whatever its nature, is exercised by 
the dominant person primarily for his own rather than the 
subordinate’s immediate gain. The power is exercised to the 
end that the status quo of the relation in these terms be cor- 
tinued forever, or for as long as possible. In simpler terms it 
is an enslavement, an effort by the dominant person to main- 
tain control of the slaves services, deference, admiration, °" 
whatever is demanded. Only such care is given, only such co” 
cessions or attention to the inferior person’s welfare and nee 
are made by the dominant one as will enhance or assure thé 
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continuation of the benefits and profit to the latter. Certainly 
there is no concern or interest in the development of the in- 
ferior’s potential abilities or strength, for this might endanger 
the relationship or lead to freedom for the inferior [4]... . 


Szurek contrasts the authoritarian relationship with the op- 
posite approach, which he calls authoritative. He describes 
this more democratic relationship in the following terms: 


Coercion is absent. The authority derives from superior 
competence and skill. As in the best teacher-student or ideal 
parent-child relations, the purpose of both persons in the 
Situation is to promote and foster the acquisition by the sub- 
ordinate of the competence and skill of the authority. Their 
common effort is to grow more alike in respect to the power 
which the competence brings and eventually to achieve 
equality and genuine freedom of each other. Admiration and 
deep respect is mutual... - Rather than envy, the good 
teacher or ideal parent manifests genuine delight if the student 
or child approaches or even begins to surpass his own com- 
petence [5]... . 


If Fromm and Szurek are to be believed, it appears that 
teachers who operate by power alone are not likely to be 
effective teachers, whereas teachers who depend upon their 
Skill as artists in human relations and as experts in organizing 
and presenting the curriculum are likely to succeed—that 
1S, children are likely to learn under their direction and guid- 
ance, 

This does not mean that the teacher should avoid the use 
of power, for there are times when children need direction 
and control, Perhaps the test should be: Why is power being 
used here—on whose behalf? Is the teacher using power to 
elp children, or is he using it for his own convenience or 
to reduce some of his own anxieties? Sometimes, of course, 
the anxieties of the teacher are of immediate, though tem- 
on importance, whereupon he invokes controls in order 
° maintain his own equilibrium or peace of mind. However, 

© more that the teacher considers his needs to control the 
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class and the less he makes his decisions on the basis of the 
real needs of children, the more difficulty he will have in 
creating a classroom situation conducive to learning. This 
principle is applicable to any sort of human relationship— 
the more we are concerned about our own feelings (which 
means that we become proportionately less concerned about 
the feelings of others), the less effective we become. 

Kenneth D. Benne indicates two of the ways that a skilled 
teacher exercises skill and authority in helping a group be- 
come more mature: 


A group of children planning a party may get into a snarl 
of competing ideas as to what games should be played. An im- 
mature group may give up and leave it to teacher to decide or 
may break into aggressive griping and name-calling. A mature 
group would probably stop and see that it had run into its 
snarl when John and Mary had started calling each other's 
ideas crazy and then start over to reach a common decision OY 
some acceptable compromise. In this case, a leadership func- 
tion in the immature group is to help the group look at its own 
ways of working and to see the relationship between these and 
the making of satisfactory plans. 

Again, members of an immature group in choosing members 
to do some job find it hard to distinguish between persons they 
like or dislike and persons with the abilities required to get the 
job done well. A mature group is able to distinguish between 


personalities” and the roles required for productive group 


work. The group of children which chooses members for & 
committee to make 


posters not because they can draw but 
because they are likeable and “popular” has not attained much 
maturity as a group. A function of leadership here is to help 
the group see that contributions are to be judged in terms of 
their relevance to getting a job done well, not in terms of the 
person who happens to make the contributions [6]. 


Nathaniel Cantor suggests three generalizations that de- 
scribe the behavior of the skilled teacher-leader who uses his 


skill and authority in working with groups that are emo- 
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tionally and socially mature. His ideas, somewhat para- 
phrased, are as follows: 


1. The teacher-leader is essentially a helper, not a master. 
He is not there to control the class or be controlled by it, but 
to be used by it. Both the teacher-leader and the class have 
responsibilities: his is to direct the movement of learning, inas- 
much as he is the one who understands the learning process; 
the responsibility of the members of the class is to use the class 
situation and the leader to further their development. Cantor 
Says: “Responsibility for the course cannot be forced upon or 
demanded from the members without perverting their growth. 
Genuine learning is always, in the final analysis, self-moti- 
vated.” 

2. The teacher-leader must remember that the class mem- 
bers’ feelings and problems are important, not his own. “The 
need to be right, to have one’s way, to play God, is unfortu- 
nately so much a part of most adults and leaders that it be- 
comes the outstanding obstacle in acquiring professional dis- 
Cussion skill.” 

3. The teacher-leader who recognizes that constructive ef- 
fort must come from creative forces within the individual 
member, will recognize the importance of the needs of that 
member and will accept his differences. In other words, he 
will not attempt to force needless conformity to some pre-con- 
ceived pattern [7]. 


ROLES PLAYED BY TEACHERS 


_ Teacuers employ a variety of roles in dealing with the 
Situations which the teaching day presents. Some of these 
Toles involve more of the expert and some involve more of 

e authority figure or power-wielder. 

One of these roles is that of the group conscience. In this 
Tole, the teacher reminds students of moral standards, re- 
SPonsibilities, and accepted norms of behavior. Sometimes he 
Plays this role by lecturing students about cheating on tests, 
Sometimes he raises a discreet question at a strategic point 
e group discussion, a point that causes students to stop 
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and re-examine what they have been saying or proposing, 
and sometimes he plays this role merely by being present in 
the classroom. 

Another role is that of the evaluator. The teacher plays 
this role when he gives tests and examinations, assigns 
grades, and discusses learning problems with individual stu- 
dents. These are the more obvious expressions of this role and 
are a part of the behavior pattern of most teachers. A less 
obvious way of playing this role, but one that is highly de- 
sirable from the standpoint of promoting learning, is in help- 
ing students to evaluate themselves—to find out how far they 
have come in their learning and how far they must go, to 
find out what their strengths and weaknesses are. Criticism 
by another person (e.g., a teacher) is hard to accept; there 
is a natural tendency to defend oneself against the criticism 
and to reject it as a basis for self-improvement. However, if 
students can learn to evaluate themselves objectively, they 
stand a better chance of promoting real self-improvement. 

Most teachers can readily see themselves in the role of the 
academic expert, since everyone expects the teacher to be 
the best-informed person in the classroom. However, this, 
too, is a role that is played with a difference, For some 
teachers, being an expert means that one goes out of one’s 
way to impress children with the extent of one’s knowledge: 
Usually this is a mild form of exhibitionism that, like other 
forms of exhibitionism, is a way of compensating for feelings 
of inferiority. Being an expert to some teachers means that 
the teacher is always right and never wrong. For others, the 
role of the expert is a subdued one because the teacher be- 
lieves that it is better for students to find out things for them- 
selves, rather than being told by the teacher. Consequently: 
the expert knowledge of the teacher appears in the guidance 
given students in helping them to find out things for them- 
selves, or, on occasions, it appears when the superior knowl- 
edge of the teacher would aid children in organizing their 
information into larger concepts. j 
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Most teachers do not like to think of themselves as police- 
men, yet this is a role that must sometimes be played. It is 
Sometimes necessary to restrain physical aggression, to pre- 
vent the destruction of property, and to ferret out informa- 
tion leading to the identification of culprits in order to pre- 
vent continued misbehavior. Even among the best behaved 
children rules are broken or injuries inflicted, whereupon 
everyone expects the teacher to take action. Like the other 
roles we have described, the role of policeman can be over- 
played; some teachers apparently regard it as their most im- 
portant role. Other teachers make the mistake of trying to 
avoid the unpleasant responsibilities associated with the role 
and may even endanger morale by overlooking obvious mis- 
behavior that is raising the anxiety level of the group to 
dangerous heights. 

Another role with unpleasant associations is that of the 

. Scapegoat. It is inevitable that teachers be blamed occasion- 
ally for mistakes and deficiencies that are no fault of their 
own. Yet this is a role that teachers share with all leaders, 
inasmuch as there seems to be a universal tendency for 
subordinates to blame leaders for things that go wrong. If 
teachers can accept this as part of the inevitable price that 
leaders must pay for power and status, it may help them to 
avoid feeling martyred or that their students are unusually 
“nappreciative of their efforts. It is somewhat reassuring to 

now that there is really nothing personal about such unde- 
Served blame and criticism—it is a more or less normal part 
of being a teacher. According to Redl and Wattenberg, 


+... Many teachers must cope with some juvenile ill-will 
that has nothing to do with the teacher's personality or pro- 
cedures. Because it may be undeserved, it often hurts badly, 
unless its origin is realized. There is no escaping this role; the 
best we can do is to play it in such a way that children learn 

OW to express hostility feelings in more socially acceptable 
and conflict-free ways [8]. 
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Many teachers see themselves in the role of a friend to 
students who need help with personal problems. However, 
as we learned from the study of Jenkins and Lippitt we dis- 
cussed earlier, students are not very likely to perceive teach- 
ers in this role [9]. Ruth Cunningham found that only three 
students out of a group of thirty-three fourth- and fifth-grade 
children said they would go to a teacher with their personal 
problems. Only two students in an eighth-grade group said 
they would discuss their problems with a teacher [10]. 

The list of teacher roles is endless, inasmuch as there is 
such a variety of behavior patterns which students, parents, 
administrators, and teachers themselves expect of teachers. 
Some of the roles that Ruth Cunningham describes show 


penetrating insights into the personal and professional lives 
of teachers: 


Enemy: This is a teacher who is identified by students as 
one to be fought and outwitted in battle. Elaborate strategies ' 
are developed to outwit and plague the teacher who plays this 
role. 

Kill-joy. A teacher earns this label by continually opposing 
or preventing pleasurable activities of students by interposing 
es demand or objection that appears to have no reasonable 

asis. 

Devil. Teachers who harass students by making petty, a0- 
noying requests, who insist on conformity to meaningless ritu- 
als earn the respect, fear, and hostility that goes with this role. 

Security-giver. The teacher who is perceived in this role is 
one who is able to convey to a group the feeling of his faith 
in them or who has been able to meet the frustrated needs and 
interests of his students. The power of a teacher to provide r°- 


assurance to his group is great when he plays this role success 
fully. However, the teacher who overplays it is likely to de- 
velop overdependent atti 4 


tudes and behavior in his students. 
Hero. Children often designate a well-liked teacher as # 
hero, often on the basis of personal attractiveness or local fam® 
but sometimes because of deeper and more enduring qualities 
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The likelihood of such a role being assigned to a teacher de- 
pends on the extent to which the teacher exemplifies or per- 
sonifies the values deemed important by the group [12]. 


One of the concepts we have attempted to stress in the last 
few chapters is the importance of the teacher playing the 
role of the group leader, a function that parallels or, at times, 
even supersedes the role of the adult helping individual chil- 
dren to learn, This is one of the reasons why teachers need 
such a good understanding of what happens in groups. Be- 
cause every teacher is a group leader, the following comment 
of Rudolph M. Wittenburg, writing from his extensive ex- 
perience as a leader of youth groups, is pertinent: 


Group leaders need more knowledge of behavior—more 
knowledge of mental hygiene—more than most people, be- 
cause they do not work with one individual, but always with 
Several. All leaders agree that the real secret of success is in 
their awareness of the interactions that take place among the 
members of their group [12]. 


Trow, Zander, Morse, and Jenkins, in an analysis of the 
Classroom situation from the standpoint of the psychology of 
group behavior, identified three kinds of roles that teachers 
Must play in order to develop and maintain the participation 
of group members in the learning process: (1) the instruc- 
tional role, (2) the role of the democratic strategist, and (3) 
the role of the therapist. 

The instructional role is much like that of the academic 
expert, described above. Trow and his co-workers point out 
that this role has changed, in the last generation or so, from 

hat of a drillmaster or taskmaster to that of a “resource per- 
Son” who explains, tells, and demonstrates, who helps to 
foster the students’ power to think and reason. 

In the role of the democratic strategist the teacher helps 
18 classroom group to clarify their goals and objectives and 
© evaluate and appraise their accomplishments, failures, and 
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progress. Playing this role also includes ee pepe 
that help the group experience democratic goals and r 
tionships in their everyday classroom experiences. 

In the role of therapist Trow and his co-workers see the 
teacher as a combined clinician and group worker. In this 
role, the teacher manages the group to the end of helping 
children toward social and emotional adjustment. Success- 
ful playing of this role involves permissiveness, ii 
rapport with children, and not permitting one’s feelings an 
sensitivities to get in the way of one’s relations with children. 
Trow and his collaborators feel that teachers play this role 
least adequately of all, and that they tend, rather, to be 
moralists, policemen, or punitive agents who expect good 
character to be developed by decree. It is the inability to 


play the role of the therapist properly, say these writers, that 
leads to failure [13]. 


CONTRADICTIONS IN ROLES 


Many of the roles which teachers find themselves playing are 
inherently contradictory. For example, a teacher may serve 
as the friend and confidant of a child one day and the next 
day become a policeman who reprimands or punishes the 
same child. Or the teacher may serve in one instance as 4 
democratic group leader, helping children to take some re- 
sponsibility for working out the solution of a problem which 
concerns them, and then, later in the same day, he may be 
forced to adopt the role of an autocratic leader, who has tO 
enforce a rule which allows for no exceptions and which 
neither the teacher nor the children had 
Contradictions of this sort are inevitable 
times they seem wholly illogical, and the 
of the chief sources of tension and anxiety in our somewhat 
nerve-racking profession. One of our tasks in maintaining 
psychological balance and thus preserving our mental health 
is to look for some of the basic similarities in the several roles 
we play—to resolve some of the contradictions, so to spea% 


any part in making: 

in teaching. Some- 
; -e one 

y certainly are 0? 
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For instance, perhaps these roles are not so contradictory. 
Perhaps they are just some of the different ways we must 
behave in our attempts to help children to learn, to help 
them to grow up to be useful and mentally healthy citizens. 


THE DIVIDED RESPONSIBILITIES 
OF TEACHERS 


There is an additional reason why teachers must play roles 
which seem to be in conflict. The teacher is responsible to 
Several groups, agencies, institutions, and individuals, whose 
aims are similar in some respects but differing in others. At 
any given moment, the teacher's behavior is likely to be 
ominated by one sort of allegiance to the partial exclusion 
of his other responsibilities. ; 
Perhaps the chief responsibility of the teacher is to the 
children under his supervision. Their welfare is paramount. 
Yet, he cannot base all his decisions on their welfare alone, 
for the welfare of others is also involved. Or, rather, let us 
say that he cannot base his decisions on his interpretation 
of the welfare of his pupils because his view of their needs 
Will differ somewhat from the view held by the administra- 
tors of the school, and this, in turn, may be somewhat at 
Variance with the view of pupil needs held by the com- 
munity, So far we have four considerations which enter into 
ie making of a decision regarding what is done in the class- 
room: How do the children view this situation? How do I 
View the situation? How would the administrator view it? 
Ow would the community view it? 
Actually, we can see five elements because the teacher 
may have one reaction as an individual and a somewhat dif- 
‘rent reaction as a member of the educational profession. 
Sually we do not break our decisions down into precise 
“lassifications according to the nature of our responsibilities; 
Most of us “do our duties as we see them.” Nevertheless, the 
Variations in our roles and the apparent contradictions in 
“phases reveal our awareness of the different kinds of re- 
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sponsibilities which are ours. Let us take Miss Clements 5 
an example of how a teacher may alter his roles and genera 
behavior without violating the essential unity of his teaching. 


Miss Clements’ second grade started the day with pledging 
allegiance to the flag. There was no conflict in roles here as she 
led the group in the pledge. It gave the children sane 
familiar with which to begin the day; it sounded a note 0 
security, so to speak. Furthermore, it helped give children a 
feeling of unity and identity with that larger community which 
is the nation. And certainly the administration and the com- 
munity were in accord here. k 

A half hour later, the children were engaged in their reading 
lesson. Miss Clements played a dual role here—she presented 
the material which had been selected for the grade by persons 
in higher authority and she helped children who were having 
difficulty with their reading. But she did not feel that the 
reader was an appropriate one for her class. Its subject matter 
was focused on the lives of upper-middle-class children, er 
dren who have lawns to play on, who go to the mountains an¢ 
the seashore for vacations, and whose fathers are business and 
professional men who wear suits and white collars. The chil- 
dren in her class are drawn almost entirely from the industrial 
section of a large city. They have no grass around their flats 
and apartments; vacations in the country are almost unknow®: 
and their fathers do not wear business suits and white shirts t° 
work. Miss Clements often wondered what they really got out 
of books which presented such unfamiliar concepts. The vo- 
cabulary of the text seemed difficult for most of her pupils, t00- 


In this instance, the aims of the administration and the 
needs of the children are somewhat 
Clements does 


who find the te 


at variance. Miss 
all she can by sympathizing with childre? 
xt too difficult, by giving them as much help 
as possible, and by providing temporary relief for a few chil- 
dren through giving them brief periods of reading easier ma- 
terials. But in the main she has no real choice—she must 
play the role of presenting this part of the curriculum to th? 
children very much as recommended by the administratio”: 
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An hour or so later found Miss Clements in a different role. 
Three of the children came in from recess crying. A bunch of 
sixth-grade boys had chased them in back of the school and 
had pushed them down. A dozen or so of the second graders 
had observed the incident but were afraid to intervene. As the 
children entered the room, they were quite wrought up about 
the matter. Miss Clements made a mental note to report the 
incident to the principal, but she knew that little could be 
done with the school as overcrowded as it was. The lesson 
plan called for a review of basic number concepts during the 
half hour after recess, but Miss Clements could see that the 
children were so upset by the incident that little learning 
would result, She decided that it was more important to help 
the children calm down, so she conducted a discussion for a 
while: How does it feel when someone in the group is being 
attacked by a larger child? How do you suppose this hap- 
pened? Why do you suppose the bigger boys did this? What 
should second graders do when something like this happens? 

At first the children all wanted to talk at once, to say how 
bad the big boys were and what should be done to punish 
them, but after a while they seemed to be aware that second 
graders probably shouldn’t have been wandering out on the 
basketball court and that if teachers who supervise the recess 
Play period do not happen to see an occurrence like this, it is 
egitimate for a group of children to call their attention to what 
iS going on. Miss Clements was pleased with her discussion 

cause she had to say very little. The children seemed quite 
Capable of working out good solutions to their problem—at 
east in the classroom. And she had hopes that someday some 
of them would be able to put into practice the kinds of solutions 


they would develop through such discussions. 

We note that in this instance, Miss Clements is playing the 
tole of the group leader as well as that of a friend of children. 
>e feels that for the moment the welfare of the class is more 
portant than the prescribed curriculum. In the final analy- 

s, the curriculum will be better off because of her choice. 
ie ave forced the children to review numbers at that par- 

War moment would probably have awakened the hostility 
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of the group. To be sure, their response would only have ie 
one of apathy, but Miss Clements knows that apathy may be 
a form of hostility and that no one learns who is apathetic. 

Miss Clements is not deeply disturbed because she has 
to play conflicting roles at various times during the day. se 
might wish that she could always play roles which were at- 
tuned to the needs of her children, yet she is realistic enough 
to know that this can never be. True, she is annoyed that 
she has to use reading materials which are inappropriate for 
her children, and perhaps, if she has the opportunity, she 
will speak up in favor of a change. Yet she knows that she 
can do an adequate job in spite of the inadequate reader. 
And because she is a flexible person and can keep her mam 
objective in mind (helping children to learn) while playing 
her many roles, she is a succesful teacher. 
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THE RELATIONSHIP OF THE 


TEACHER TO THE CLASS- 


ROOM GROUP 


PROBABLY most persons who are charged with the supervi- 
sion of others wish, at times, that they had more pown 
They feel that if they only had more power, they could pa 
better job. For example, in the anecdote that ended the p! d 
vious chapter, Miss Clements probably wishes that she a 
the power to select her own reading materials for her clas : 
Or she wishes that she had the power to remove her clas 
from their overcrowded scho ay 
have to play in the proximity of sixth-grade boys. Mr. Dia, 
who teaches the fifth grade, 
to “tan the hides” of some o: 
tried everything—bribes, flattery, 


are expected unless he can take 
own. Mrs. Kindler wishes she ha 


a quarter of her second graders, but the policy of the schoo 
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is that all children shall be promoted automatically. “After 
all,” she says, “they can’t read, and what's the sense of letting 
a child go ‘on to the third grade if he can’t read?” 

There are various reasons why teachers have less power 
and authority than they would like to have. Some adminis- 
trators and school boards are reluctant, for one reason or 
another, to share their power with teachers; hence teachers 
in many schools have no voice in the development of the 
curriculum or the selection of textbooks or the formulation 
of rules to govern the everyday life of the school. Adminis- 
trators also restrict the power of teachers as a way of pro- 
tecting the welfare of children. This is the intent behind 
rules forbidding teachers to flog children or the regulation 
which requires that all children be “passed” to the next 
rade. These are some of the ways in which the community 
and the administrators of the school limit the power of 
teachers. But there are other factors that limit the power of 
teachers. One of these factors lies within the classroom 
group, and the other lies within the teacher himself. 


POWER WHICH COMES FROM WITHIN 
THE GROUP 


Wuen we think of the power which leaders possess, we 
Usually overlook the fact that much of their power comes 
rom the groups they lead or supervise. This is true to a 
Seater extent of the leader who is elected by the group and 
who may, by the same token, be deposed by the group who 
made him their leader, but it is also true of the leader who 
'S appointed by an outside authority—like the teacher. One 
the ways we know that leaders possess power is that peo- , 
Ple follow them. When a leader is no longer followed, he 
Sa leader in name only. The teacher possesses power as a 
leader if he is able to get children to “follow” him—that is, 
if he ig successful in getting children to learn. The teacher 
Who is unable to promote learning in his class is neither a 
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successful leader nor a successful teacher, no matter how 
much power and authority have been given him by the ad- 
ministration. The teacher in the latter instance has failed 
because the power of the group was opposed to him. Per- 
haps, through exercise of the powers given him by the ad- 
ministration, he was able to get children to go through the 
motions of following the curriculum, or perhaps he was un- 
successful even in this. At any rate, little learning of a posi- 
tive nature took place under his tutelage. It may even be 
that the morale of the class deteriorated somewhat, to the 
extent that future teachers will have difficulty in helping the 
group to learn. 

Many teachers first become acquainted with the power of 
the group through their own failure—that is, they try to get 
the group to do something or learn something or perhaps 
they try to motivate the group, and they do not succeed. 
For some teachers, this is the frightening thing about a class- 
room group—it can cause teachers to fail. Usually, the 
teacher does not fail because the group has actively opposed 
him or openly defied him, although this, too, may occur. 
More likely it is a passive sort of resistance. Then there are 
various kinds of noncooperation: the bewildered hopeless- 
ness of a class that does not believe in its own ability; the 
bored apathy of a group that is tired of doing things merely 
to satisfy teachers; the good-humored tolerance of a class 
that is past caring about school and now is only interested 
in getting an occasional laugh. 


THE FEAR OF FAILURE 


FortunaTEy these conditions are te 
most normal groups that work under t 
competent teacher. However, when teachers who are in- 
experienced or inept in human relations meet with a non- 
cooperative, nonconforming class, they find the experience 
unduly frustrating, upsetting, and even frightening, particu- 


mporary stages for 
he guidance of a 
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larly if they are afraid of failure. Experienced and competent 
teachers are well-acquainted with the taste of failure. One 
of the reasons they are successful is that they have developed 
what the psychologists call “a high frustration tolerance,” 
which means, in this case, that their morale is good in spite 
of repeated failure. They realize that learning is a slow and 
often painful process—painful for the teacher as well as the 
class. They realize also that many setbacks and reverses will 
occur before children are ready to accept the demands and 
responsibilities which come with increased maturity. But the 
teacher who is inexperienced or inept is not prepared for 
failures, large or small. For him, every lesson must be a win- 
ner, every day must show evidence of improvement. Hence, 
when he sees that the class is solidifying against him, he is 
gripped by the fear that he is about to fail again, whereupon 
he may redouble his efforts to succeed. However, what is 
likely to happen is that the more anxious the teacher be- 
comes, the more the group resists him, until he feels forced 
to use drastic measures, punishing the group, as it were, for 
his failure to motivate them. These measures often take the 
form of threats to fail students who do not learn certain skills 
or knowledge by a certain time, or they may take the form 
of unusually difficult tests and quizzes. In effect, the teacher 
who is thwarted by the power of the group is tempted to 
depend more and more on the power and authority granted 
him by the school administration and less and less on his skill 
as a leader or as an artist in the field of human relations. 
The chief difference between ineffective and effective teach- 
ers is that the former are likely to yield to this temptation 
and the latter are more likely to resist it. The more emo- 
tionally insecure the teacher, the more he will depend on 
power, status, and authority and the more he will fear fail- 
ure; whereas the greater the emotional security, the more 
likely the teacher will depend on his sensitivity to good hu- 
man relations and his skill in promoting them and the less 
he will fear failure. 
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THE TEACHER AS AN “ARTIST IN 
HUMAN RELATIONS” 


In THE preceding paragraph we have used the term 
“artist in human relations” in describing the competent 
teacher. This concept is somewhat at variance with older 
concepts of the teacher. During the nineteenth and early 
twentieth centuries the teacher was thought of as a scholar 
—primarily a bookish person—or a disciplinarian. Interest in 
children was less important than interest in academic learn- 
ing. Curricula were laid out specifically and rigidly; children 
either learned what was required or were punished or taken 
out of school. During the earlier years of the twentieth cen- 
tury we developed doubts about the existing objectives and 
methods of education and began to apply some of the prin- 
ciples of the newly developing science of psychology to the 
problems of the school. Although the teacher of the 1920's 
continued to be somewhat of a scholar, he developed a 
greater interest in results and became somewhat the scien- 
tist. We are still interested in science today, but we are be- 
ginning to realize that the process of helping children to 
learn cannot be accomplished solely on the basis of formulas, 
no matter how scientifically respectable they sound. Whereas 
some educators in the 1920’s rather hoped that science had 
solved the problem of how to educate, there is a general 
realization today that the teacher cannot depend entirely on 
science and hence cannot avoid the responsibility of work- 
ing out his own solutions to his own problems. To help him 
in this, he has the findings of the psychologist, as well as the 
advice and counsel of other educators. 

Perhaps the position of the teacher can best be described 
by comparing the artist with the technician, The technician 
is someone who analyzes and diagnoses problems and ap- 
plies solutions on a formulalike basis. If his diagnosis is cor- 
rect and if he uses the correct formula, success is his. His 
results are completely predictable, provided, of course, he 
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operates in a situation that does not possess unpredictable 
elements. 

When we use the term artist in this discussion, we are 
using it in the broadest sense. Essentially, any person who 
works with such dynamic, changeable, and complex media 
as human relationships is, or ought to be, an artist. An artist 
may use formulas and techniques to help him with his work, 
but he uses them in a highly individualized manner. A tech- 
nician decides what to do about a problem because of what 
his rule book or his manual tells him. An artist makes his 
decisions on the basis of what feels like the right thing to do. 
He may be aided by scientific knowledge, but he knows bet- 
ter than to operate through the rigid application of formulas. 


THE USE OF TECHNIQUES 


Teachers often get together and compare notes on tech- 
niques. It is a commonplace for one teacher to describe a 
method he uses to put across a certain principle in arith- 
metic, whereupon another teacher will comment: “I tried 
that and it didn’t work.” Now, these two teachers may be 
very competent; hence the fact that the method worked for 
one but not the other is no reflection on their ability. 

I shall always remember a parent-education meeting over 
which I presided as discussion leader. One of the parents 
asked me a direct question: “What should you do when a 
three-year-old child bites you? Do you bite him back?” 

I fell neatly into the trap and said, “No, this would be re- 
gressing to the child’s level. After all, you are more mature 
than the child; you have other ways of expressing your dis- 
pleasure and disapproval.” 

“Well,” said the mother, “my daughter used to bite me all 
the time, so one day I bit her back and now she doesn’t bite 
me any more. I just wanted to know if that was all right.” 

What could I say? She had me and I knew it. All of which 
goes to show that parents and teachers who are dealing di- 
rectly with a child are often in a better position to work 
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out solutions to their problems on the basis of what feels 
right than are psychologists who analyze and prescribe for 
the situation from afar. 

This does not mean that teachers should forget all they 
have learned from psychologists about children and about 
the processes of learning and make all their classroom de- 
cisions according to the whims of the moment. However, it 
does mean that teachers should, when at all possible, employ 
methods and techniques with which they are “comfortable” 
and which have been effective for them. This is true particu- 
larly for experienced teachers who have had opportunities 
to try various approaches and techniques and have devel- 
oped patterns of skills which are effective, Less experienced 
teachers may find themselves uncomfortable in using almost 
any of a wide variety of methods because they have not as 
yet had a chance to test their strengths and weaknesses on 
a variety of children and classes. And, as we are well aware, 
it is the unknown which fills one with anxiety, 


THE IMPORTANCE OF THE “HUMAN 

FACTOR” 
It is significant that today the teacher is becoming an artist 
in human relations rather than an artist in subject matter. 
This is the result of our growing awareness that it is the hu- 
man factor in any situation that is the important one. It is 
interesting to note that there are some indications that busi- 
ness and industry, too, are coming to realize that produc- 
tivity is often improved more by such human considerations 
as the friendly interest of the supervisor or the worker's 
ability to communicate with management than it is by bo- 
nuses and improvements in working conditions [1, 2, 3]. 
Educators, likewise, are beginning to see that it is necessary 
for children to become actively involved in the learning 
process, which means that the emotional climate of the class- 
room must be sympathetic to such involvement. The crea- 
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tion of such a climate cannot be done by formula. It takes 
empathy—the ability to sense the feelings of students—as 
well as the ability to help the classroom group to use its 
powers constructively and effectively. This calls for real 
artistry in the broadest and deepest sense. 


RAPPORT 


One of the ways in which the skill of the teacher who is an 
artist in human relations expresses itself is in the develop- 
ment of the empathic and permissive relationship that we 
call “rapport.” 

The concept of rapport is one that has come into educa- 
tion from clinical psychology. One of the most important, if 
not the chief, functions of the clinical psychologist was, at 
one time, the administration of diagnostic tests to mental 
patients. In order to perform his duties adequately, the 
psychologist was put to some pains to see that the patient 
was put at his ease so that he would cooperate with the test 
administrator. “Establishing rapport,” then, was largely a 
matter of putting the patient in a cooperative frame of mind. 
In more recent years, when counseling and psychotherapy 
have become more accepted as a major function of clinical 
psychologists, rapport has come to be associated with more 
of a mutual relationship. Carl Rogers describes the situation 
which leads to rapport as follows: 


First is a warmth and responsiveness on the part of the 
counselor which makes rapport possible, and which gradually 
develops into a deeper emotional relationship. From the coun- 
selor’s point of view, however, this is a definitely controlled 
relationship, an affectional bond with defined limits. It ex- 
presses itself in a genuine interest in the client and an accept- 


ance of him as a person [4]. 


Robert I. Watson, another clinical psychologist, describes 
rapport as a “warm, positive, cooperative relationship” and 
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says that it is inspired in the client when the attitude of the 
clinician is characterized by “acceptance, friendliness, inter- 
est, and personal understanding [5].” 

The function or purpose of rapport in a clinical setting is 
to free the patient or client from some of the anxieties that 
block his ability to express himself and that keep him from 
seeing himself and others objectively. As long as the client 
is worried about what the clinician thinks of him, he will 
have difficulty in developing the understanding and insight 
that are necessary to good mental health. The clinician, 
therefore, maintains an attitude of friendly permissiveness 
and acceptance in the hope and expectation that the client 
will not see him as a threat—that is, will not see him as some- 
one whose opinion he ought to worry about. Rapport is 
therefore a very necessary prerequisite to helping clients to 
learn how to understand and accept themselves and others, 
in other words, how to grow in the direction of emotional 
maturity. 

As educators have come to see that education, too, is con- 
cerned with helping children to become more mature, they 
have borrowed a number of concepts and ideas from clinical 
psychology. In pursuing these ideas they have discovered 
that in classes where students are learning to become more 
mature, emotionally and socially speaking, the relationship 
between teachers and students is characterized by rapport. 
They learned, too, that when a condition of rapport exists 
in a classroom, students feel free to express themselves and 
to communicate with the teacher because they do not look 
upon the teacher as a threat, as a person who would express 
personal dislike or disfavor toward a child who did not learn 
or who did not conform to behavior stand 
also that the teacher who is able to establish rapport is most 
likely one who is permissive and understanding, one who 
respects the individuality and the personality of the student, 
and one who is able to communicate these feelings to his 
class. 


ards. It appears 
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When we use the concept of rapport in an educational set- 
ting, we should be fully aware that there are some major 
differences between the functions and goals of the teacher 
and the psychotherapist. (We shall discuss some of these 
differences in Chapter 17.) For example, the mere fact that 
the teacher must deal with twenty-five to forty-five students 
at one time and must be concerned about such a wide va- 
riety of activities and objectives means that he cannot give 
as much attention to the development of rapport as the 
clinician can. Nor is it always necessary that he do so. After 
all, the clinician must work with persons whose relations with 
other persons are badly warped and damaged and whose 
psychological defenses are stronger than the average person. 
The teacher, on the other hand, deals with children who, as 
a general rule, are much easier to work with and more re- 
sponsive than the clients seen by psychotherapists. In gen- 
eral, we may say that rapport is a quality likely to be present 
in classrooms where children are being helped to develop 
in the direction of emotional and social maturity and absent 
in classrooms where the emphasis is on conformity, submis- 
sion, and memorization. 

The value of good rapport is illustrated by a study under- 
taken by Elinor L. Sacks of the scores made on the Stanford 
Binet intelligence test by three groups of nursery school 
children. After the test had been given to the children, Sacks 
established a good relationship with one group, a poor rela- 
tionship with the second group, and had no contact with 
the third group. A different form of the same test was given 
ten days later. Although all three groups raised their scores 
on the occasion of the second administration of the test, the 
group with whom she had established a positive relation- 
ship received scores that were significantly higher than 
those of the other two groups [6]. Sacks’ study seems to indi- 
cate that the establishment of good rapport with children 
affects their behavior favorably; whether this is produced 
by lowered anxiety or increased desire to do well is not re- 
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vealed by her study. The significant fact is that rapport af- 
fects almost any leader-follower situation where motivation, 
effort, and performance are important. 

As we might expect, rapport enters into those aspects of 
the curriculum which are concerned with attitudes and feel- 
ings. In her work in the field of eliminating prejudice, Mar- 
garet Heaton has found that there is a relationship between 
a sense of emotional security and the shifting of feelings. In 
other words, students are more likely to feel free to change 
or to shift their attitudes if they do not feel psychologically 
threatened—that is, if they do not have to worry about 
whether the teacher or the class will reject them [7]. If the 
teacher has rapport with his class, if he has been able to en- 
courage the development of a sense of security in the group, 
the members of the group will then feel free to take some 
steps toward building those attitudes that are mentally 
healthy. 

An important factor in building rapport is the amount of 
talking the teacher does. Inasmuch as rapport is character- 
ized by the ability of the child to communicate, it follows 
that a teacher who is developing rapport, let us say, in a dis- 
cussion setting, will do very little talking. Such talking as he 
does will be with the two purposes of (1) encouraging stu- 
dents to talk and to contribute to the discussion and (2) 
providing a sort of “relatedness” between the contributions 
so that they are not too scattered or disjointed. As the 
teacher learns how to do these things effectively, he will 
find that he talks less and less. Students, on their part, are 
then more likely to take the teacher at face value when he 
says that he expects them to speak freely and to participate 
in the discussion. Some classes need more help in talking 
freely than do others, and the level of rapport that 
teacher is able to achieve will vary from class to class, but 
the point here is that the best results will come from the 
teacher talking less instead of more. The more he talks the 
less opportunity the student has to express himself. 


a given 
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THE TEACHER'S EFFECT ON EMOTIONAL 
CLIMATE 


Tue group of experiments by Lewin, Lippitt, and 
White involving the creation of autocratic, laissez-faire, and 
democratic climates that we have referred to elsewhere was 
one of the classic studies in the field of social psychology 
and one which served to inaugurate a new era in the scien- 
tific study of human relations. Lewin, Lippitt, and White 
organized four clubs of eleven-year-old boys. Each of these 
clubs was supervised by one adult group leader for seven 
weeks, whereupon a different leader took his place for an- 
other period of seven weeks. This was followed by a third 
period of seven weeks under a still different leader. Each 
of the leaders played a different role with each club in such 
a way that each club was subject to the influence of each of 
three different philosophies of leadership. Each of the four 
leaders in turn acted the parts of autocratic, democratic, and 
laissez-faire leaders with the three groups they supervised. 

Four distinct climatic conditions were observed during 
the period of this study. The experimenters labeled them: 
democracy, laissez-faire, aggressive autocracy, and apathetic 
autocracy. The democratic groups were characterized by 
free discussion, growth in self-direction, and greater coop- 
eration among group members. Laissez-faire groups were 
characterized by a general feeling of frustration and discon- 
tent, lower cohesiveness, and lower morale. Under condi- 
tions of apathetic autocracy, the boys became dependent 
on the adult leader and showed little initiative. When the 
climate was aggressively autocratic, the boys directed much 
hostility toward the leader. When autocratic leaders were 
absent from their groups for short periods, the amount of 
work done by the boys on their projects declined markedly. 
This was in sharp contrast to the similar situation in the 
democratic groups, where boys continued to work when the 
leader was out of the room [8, 9, 10]. 
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This study demonstrates not only that group members be- 
have differently in different kinds of social and emotional 
climates, but also that a change in the behavior of the leader 
can alter the climate. The results of the study also seem tò 
indicate that teachers who behave “democratically” (like 
our “guidance-minded” teacher of Chapter 11) are likely to 
create conditions that are favorable to cohesiveness and self- 
direction, whereas teachers who behave autocratically (like 
our “directive-minded” teacher of Chapter 11) are likely to 
create conditions leading to (1) apathy and submission, with 
much dependency on the teacher and little self-direction and 
initiative, or (2) hostility and rebellious behavior, From 
what we have said about rapport, it also seems likely that 
better rapport will develop in the “democratic” ( guidance- 
minded ) classroom. 

The ability of teachers to influence the emotional climates 
of their classrooms is further demonstrated by a study by 
Boynton, Dugger, and Turner, who discovered that after 
only two or two-and-one-half months of association between 
teachers and pupils, children began to show the emotional 
effects of the contact [11]. Ruth Cunningham and her as- 
sociates observed the behavior of a single junior high class 
as it went from teacher to teacher throughout the day. With 
one teacher, the class was quiet and submissive; with an- 
other, it was noisy and rebellious. In a third classroom, the 
students voluntarily and spontaneously engaged in group- 
centered activities even before the teacher came into the 
room [12]. As the class entered each teacher's “climate zone,” 
its behavior changed radically, thus demonstrating the great 
power a teacher exerts in creating emotional and social 
climate, as well as the effect that climate can have in chang- 
ing the behavior of group members. 


THE TEACHER AS A “GROUP-BUILDER” 


Tue chief contribution of the democratic or guidance- 
minded teacher appears to lie in his ability to make the class 
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a group. This involves helping children to be interdependent 
—that is, dependent on each other, rather than being en- 
tirely dependent on the teacher-leader. David H. Jenkins 
suggests that the teacher, too, should become a part of this 
group and share this interdependence. He points out that 
the teacher is dependent on the student for information re- 
garding the latter’s progress and that the student does most 
of his learning when he participates in an interdependent 
relationship with the teacher, whereby “he shares his present 
understandings and confusions, and the teacher helps him 
through the processes of making progress in meeting his 
learning needs.” Jenkins also believes that teachers should 
use this interdependence as a means of evaluating the effec- 
tiveness of his teaching. He states, further: 


There would seem to be an important increase in the morale 
of students if they could feel that while the teacher was mak- 
ing a contribution to their learning, they were also able to 
contribute to his learning. To face frankly the potentialities of 
the mutual learning situation in the classroom and to utilize 
them fully should make the greatest contribution to classroom 
processes. By this token, the students would be able at a given 
point to let the teacher know that he seemed to be interfering 
in their learning. This would give the teacher an opportunity 
either to explain what he was trying to do and get greater ac- 
ceptance of the method and involvement in it, or he could re- 
vise the method in order to help this particular class [13]. 


Although Jenkins notes that few of us have developed 
enough security in our classrooms to be able to face such 
problems as these frankly with our students, his approach 
does seem, nevertheless, to suggest some of the ways in 
which teachers can develop a more democratic atmosphere 
in their classes. 

The satisfying effect of group-centered activities on the 
feelings of group members was noted by Everett W. Bovard, 
Jr., who studied the differences between leader-centered and 


group-centered groups. He found that the members of 
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group-centered groups were more inclined to like each other 
and to like the group itself as compared to the members of 
leader-centered groups [14]. 

The idea of the desirability of group activities being satis- 
fying to the members is also discussed by Nadine I. Clark 
and Gertrude M. Aitchison: 


The relations of students one to another affect most, if not 
all, of their emotional needs. The learnings which result from 
these relations greatly influence their growth as persons, since 
the satisfaction of common emotional needs is a part of the 
developmental tasks which are the most pressing and immedi- 
ate concerns of youth. . . . 

In attempting to promote a good group spirit, a teacher 
should continually be aware of the central importance of the 
group as a possible source of the approval and recognition 
which each individual seeks. The group will affect its indi- 
vidual members for good or ill. Their status in the group will 
either aid or inhibit their learning. The group can enhance 
the importance of the individual by making him feel wanted. If 
the group feeling is strong enough, it can absorb individual 
hostilities. . . ù Hence, the teacher will regard his efforts to 


promote desirable group processes as fundamental to the suc- 
cess of the year’s work. 


One of the teacher’s first objectives, then, should be to create 
an atmosphere of friendliness and belongingness to aid the 
growth of the “we” spirit which will make the class become a 
group [15]. 


THE PLACE OF TECHNIQUES 


Hexpine children to organize themselves and develop 
group feeling calls for a high degree of artistry in the field 
of human relations, because the situations and relationships 
with which the teacher must deal are so fluid and sensitive, 
and because, even at best, they possess a certain quality of 
unpredictability. For these reasons, the development of a 
group-centered classroom calls for far more than the mastery 
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of a few tried-and-tested techniques. It calls for the ability 
to use the proper techniques in the proper setting and with 
the proper emphasis. 

However, although artistry in human relations calls for 
more than the application of techniques, techniques are 
necessary. Without them, the artist would be unable to 
translate into action his understanding of children and 
groups and his insight into the learning process. 

The following paragraphs present a few of the methods or 
techniques used by teachers in sharing their leadership and 
in encouraging group participation. 


FREE DISCUSSION 


This is one of the commonest methods, although most dis- 
cussions are not as “free” as the teacher thinks they are. As 
we have noted previously in this chapter, it is hard for teach- 
ers to limit their own participation. Free discussions go best 
when they stem from some topic that is of controversial in- 
terest and in which children are deeply involved. The trick 
is to get children to interact with each other, rather than 
with the teacher. At first they will direct most of their com- 
ments and inquiries to the teacher, but as the teacher keeps 
Saying: “I wonder what the rest of you think about this 
idea,” and “If I understand what you mean it is . . .” (mak- 
ing a brief paraphrase of the student’s words, instead of a 
reply or comment), the class begins to see that the teacher 
meant what he said when he told them that this discussion 
was to be theirs and not his. 


BUZZ SESSIONS 
It is difficult to get maximum participation in a large group. 
A partial remedy is to break up the class into small groups 
of four to seven individuals and have them discuss the issue 
at hand for five or ten minutes. Then the total group is con- 
vened and each group reports on its discussion. This is some- 
times a good way to start off a general discussion because it 
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involves almost every individual in the class. Furthermore, 
many who are too shy to speak up in a meeting of the entire 
class feel free to participate in a small group discussion. 


SOCIODRAMA 


This is an informal type of role-playing, whereby students 
enact the parts of individuals who are involved in various 
kinds of situations. No parts are memorized, and individuals 
participate more or less spontaneously, trying to behave and 
speak as they think the characters they are portraying would 
behave or speak. For example, students might role-play what 
happens when an individual from a minority group applies 
for a job and is not hired. Another situation that lends itself 
to role-playing is the problem of the boy or girl who has 
come home later at night than he or she should have. Role- 
playing the part of a parent often helps adolescents get an 
insight into parental problems that they could not have 
gained otherwise. The introduction of role-playing into the 
classroom calls for much skill, and the teacher who plans to 
use it must expect some failures as well as successes. How- 
ever, when it is used properly and is followed by free dis- 
cussion, it can be a stimulating and valuable adventure in 
helping children understand human behavior 


SOCIOMETRY 


Since we covered this subject in detail in Chapter 10, we 
shall not pursue it further here, except to note that com- 
mittees and work groups that are organized sociometrically 
usually succeed better than those that are organized by the 


teacher. 
TEACHER-PUPIL PLANNING 


If the teacher is permitted sufficient latitude to develop his 
own curricular approaches, he can involve the entire class in 


1 Jf you are tempted to try sociodrama, it is recommended that you read up 
on it first. See “Suggested Readings” at the end of this chapter. 
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the development of an “experience unit” to meet the goals 
and purposes of the course.* This approach lends itself best 
to such subject-matter areas as English, social studies, and 
general science and has the advantage of giving students 
maximum opportunities to participate in and to direct their 
own learning experiences. 


SELF-EVALUATION 


This method can be a part of teacher-pupil planning or it 
can be used in courses conducted along more traditional 
lines. It is properly used at several points in the school term 
in order that students may make comparisons of their prog- 
ress and attainment. Unless students make evaluations, they 
become immersed in the details and day-by-day tasks of 
education—the forest becomes obscured by the trees, as it 
were. However, through a discussion of the goals and ob- 
jectives of the course and the progress that has been made or 
not made, students may be helped to become reoriented to 
the broader and more basic purposes of their activity. 


CONTROL-AND-INFLUENCE TECHNIQUES 


So rar, we have discussed a few of the methods that 
teachers use in creating an emotional climate favorable to 
group-centered learning. There are other techniques that are 
used for more specific purposes, such as the emergency situa- 
tions that inevitably develop in the best run classrooms. 
These are control-and-influence techniques that are a part of 
the repertory of most teachers. A few are discussed here. 


DIRECT COMMAND 


This varies.from the mild “Please keep your eyes on your 
own paper,” to the urgent and abrupt “Stop that at once!” 


? For an example of such an experience unit, see N. I. Clark and G. M. 
Aitchison, “Adapting Classroom Activities to the Needs of Youth,” in the 
Fifty-Second Yearbook of the National Society for the Study of Education. 
Pp. 240-48 [15]. 
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In the first instance, the command is hardly recognized as 
such because it is phrased and intoned so mildly. The second 
instance is that of a command supposedly to be used in a 
state of emergency. Commands like these are used every few 
minutes in some classrooms, whether an emergency exists 
or not. After a while, they lose their force. Of course, if a 
real emergency does occur every ten minutes in a certain 
classroom, the situation has probably gone too far to be 
remedied by sharp commands. 


REMINDER OF CONSEQUENCES 


Sometimes boys and girls become overinvolved in a situa- 
tion or get carried away by enthusiasm or anger so that they 
forget or overlook the limits that society or the school or 
common decency has imposed on behavior, At such times, 
the teacher can frequently bring the class back to reality by 
raising a question about the appropriateness of the conduct: 
“What would happen if you actually carry through the plan 
that you are thinking about?” or “Let’s stop and think about 
what we're doing,” or “What do you think the principal 
would say about that?” These are, of course, relatively mild 
exhortations. A teacher who is upset and has lost his air 
of professional detachment would express himself more 
strongly. However, regardless of the strength of such ex- 
pression, the teacher does, occasionally, have to remind chil- 
dren of the consequences of their behavior, 


GIVING AND WITHHOLDING AFFECTION 

In general, the use of personal acceptance and rejection im- 
pedes or thwarts the development of democratic or group- 
centered climate. On the other hand, teachers are human 
and have human failings; hence, they are all too likely to use 
on others the methods used on them by their administrators 
and supervisors and by their own parents in former years. 
Often teachers will show their feelings even when they think 
they are concealing them. Since, in the long run, personal ac- 
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ceptance and rejection do not provide firm bases for build- 
ing sound relationships with classroom groups, the teacher 
who is working for the development of more effective re- 
lations with his classes will try to develop methods that are 
less personal and autocratic and more objective and demo- 
cratic. 


PRAISE AND CRITICISM 


These are techniques that usually accompany the giving or 
the withholding of affection. However, they often cannot be 
divorced from evaluation, a function that every teacher must 
perform. The problem is how to keep praise and criticism on 
as objective a plane as possible, and how to keep from de- 
preciating or inflating the individual in the eyes of his peers. 
Sometimes praise and criticism can be used together as a 
means of controlling the less-than-satisfactory behavior of 
a group. First, telling a group what it is doing well often helps 
take the sting out of the unfavorable evaluation that some- 
times must be made. 


PURPOSEFUL IGNORING 


This technique is sometimes useful when a student engages 
in mild misbehavior, the purpose of which is to challenge or 
annoy the teacher. When such manifestations are temporary 
or sporadic, they usually can be safely ignored. Often, how- 
ever, a student will persist in his attempt to “get a rise” out 
of the teacher. The teacher must then decide what the limits 
of the situation are and what action he can take that will re- 
duce, rather than raise, the level of anxiety in the total group. 


TENSION RELEASING 
Often negative behavior can be avoided or forestalled by 
giving children an opportunity to “get things off their chest” 
by holding a “gripe session.” If the teacher has been able to 
create an atmosphere in which children can express them- 
selves freely, this technique will serve as a handy safety 
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valve. It is better for children (and adults) to say things 
harmlessly than to engage in destructive behavior or physi- 
cal aggression. Often such gripe sessions can serve as the 
basis for real gains in insight and understanding of human 
relations. 


SHOWING ENTHUSIASM OR CONCERN 


These are less direct but often highly effective ways of com- 
municating with groups. If the teacher is enthusiastic or ex- 
cited about learning, there is a good chance that the group 
may catch some of this enthusiasm. If anything, it reminds 
the group that learning can be an exciting affair, On the 
other hand, a note of concern in the teacher’s voice or a 
worried look can at times be more effective as a deterrent 
than mere words. Like the other methods we have men- 
tioned, these techniques lose their effectiveness if they are 
overworked or if they are not genuine. 


RESTRUCTURING THE SITUATION 


Redl and Wattenberg suggest this approach as a means of 
dealing with such situations as the restlessness that some- 
times appears in a group of children that has been sitting too 
long, or the wildness that sometimes gets into children when 
they are overstimulated or overexcited. By “restructuring 
the situation” it is sometimes possible to change the nature 
of the activity or to give the group something else on which 
to focus their attention. Thus a boring review can be turned 
into a quiz program or a straggling group of first graders 
can be brought back into line by the suggestion, 


“Let's pre- 
tend we're soldiers on parade [16].” 


A complete list of techniques for influence and control 
would be endless. The reader would do well to make up his 
own list and evaluate them—observing a single class over 
an hour's time may reveal a dozen or more. 

We have been concerned in this chapter about the ways 
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in which teachers carry out their functions as persons of 
power and authority. Probably teachers are most effective 
when they do not have to use their power; yet there are 
times when the combinations of forces and events are such 
that power must be used and authority invoked. What 
counts most in the lives of children is the general day-to-day 
atmosphere that prevails in the classroom, not the occasional 
recourse to power. A teacher who has rapport with his stu- 
dents, who has created an atmosphere that is conducive to 
learning, does not need to be overly concerned about the oc- 
casional use of power, particularly if he is continually learn- 
ing how to deal with students in ways that do not require 
him to depend solely on power and authority. 
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RELATIONS WITH PARENTS 


THE main emphasis in this book has been on understanding 
children. Inasmuch as the effectiveness of the teacher de- 
pends so much on the extent to which he understands the 
children he works with, it follows that anything that has a 
major effect on the behavior of children is worthy of careful 
attention. As we have indicated earlier, the behavior of a 
child is conditioned to a large extent by his relations with 
his parents. Even if the teacher never has an opportunity 
to meet a parent face to face, he is bound to become directly 
or indirectly concerned about the kinds of relationships that 
children in general have with their parents or the specific 
relationships that certain children have with their parents. 


PARENTS ATTITUDES 
TOWARD EDUCATION 


Let us start with children’s attitudes toward the school and 
toward education in general, for these are very likely to be 
influenced by parental views. Some parents look upon 
schools as a nuisance and a waste of time. If their children 
have any feelings of this sort—and almost every child feels 
this way occasionally—they come to feel that their parents 
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will lend them moral support in any attempts to resist the 
demands of the school. Other parents look upon education 
as the chief means of advancing socially and economically. 
Foreign-born parents often feel this way. Indeed, one study 
indicates that students with at least one foreign-born parent 
tend to receive better grades than students whose par- 
ents are natives of this country [1]. Some parents have a 
good opinion of education generally, but are highly critical 
of curricula, textbooks, or methods. Of course, such criticism 
should be expressed openly where it can be discussed by 
school personnel or members of boards of education, for this 
is one of the ways that citizens “have their say” about educa- 
tion. 

All too often, however, unfavorable comment about 
the school is like a whispering campaign that never gets out 
into the open. Children who live in homes where adults con- 
tinually criticize the schools in a destructive manner are al- 
most certain to develop distorted and biased viewpoints. It 
is difficult for teachers to motivate and help those children 
who hear only critical and negative things about school from 
their parents. Children cannot develop confidence in teach- 
ers who are constantly criticized by their parents as inept. 
One of the prime requisites of learning is that the learner 
must feel that the task at hand is worth while and that he 
has a reasonable chance of success. Hence, the child who be- 
lieves that school work is not worth while or that teachers 
are not competent to help him learn will not be motivated 
to try very hard. 

Sometimes religious beliefs make school adjustment diffi- 
cult for a child. Merle Bonney tells of how the parents of 
some religious sects believe that motion pictures are sinful 
and hence request school authorities not to permit their 
children to view them [2]. This creates a problem when it is 
desired to show visual aids in the classroom or when the 
student body is assembled to see a worth-while film. Parents 
certainly have a right to hold such beliefs and to bring their 
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children up according to the tenets of their faith. On the 
other hand, we would be less than objective if we did not 
note that such practices do interfere with the regular school 
program and help to set children off from the others as “dif- 
ferent,” thus creating problems of adjustment. 


TOWARD THEIR CHILDREN 


The attitudes of parents toward the learning activities of 
their children also have marked effect on school perform- 
ance. There is the parent who consistently underestimates 
the difficulties experienced by his child in making progress 
at school. His reaction to the child’s performance is one of 
chronic disappointment. Some children react to an attitude 
of this sort by becoming convinced that there is not much 
use trying. Since they expect nothing but failure to result 
from their experiences at school, they are discouraged before 


they start. One sixth grader had this to say about the de- 
mands made on him: 


They always seem to be expecting me to be a smart person 
and get all A’s or something like that. They also expect me to 
be able to do everything. My dad tries to show me how to do 
school work that is all different. When I don’t understand, he 


gets mad at me. I just do my best and that’s all I can do. It 
makes me feel like a little kid th 


all [3]. 


Some parents look upon education as a form of intense 
competition—a series of competitive trials in which one 
must succeed before he is ready 'to tackle the problems of 
adult life. As education operates today, this attitude has 
often some basis in fact, inasmuch as teachers, too, fre- 
quently see education in this way. However, as we have in- 
dicated elsewhere, the competitive aspect of education can 
be overemphasized to the detriment of real learning. Parents 
often help children to make such an overemphasis by con- 
tinual discussion of the necessity to make the best grades in 
the class, to become class president, and to play leading roles 


at doesn’t know anything at 
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in as many activities as possible. In some cases, the child 
feels that he must succeed for his parent’s sake, rather than 
his own, that it is his parents who are on trial in classroom 
competition as well as himself. The way in which parents 
affect children’s attitudes toward cooperation and competi- 
tion is revealed by the statement of a first grader who re- 
peatedly protested against cooperative games, saying “You 
are supposed to see who can beat. That’s what my Daddy 
says. See who can beat. He’s the best one.” His attitude was 
in marked contrast to the attitudes displayed by other chil- 
dren in the room who were quite happy to engage in activi- 
ties where no child would emerge as winner [4]. 

There are, of course, many parents who have a sympa- 
thetic understanding of problems faced by children and by 
teachers in the course of the educational process. They ap- 
pear to be aware of their children’s abilities as well as their 
shortcomings, and they seem to understand the strengths 
and limitations of the school. Often, these parents are the 
ones who provide the chief support in the community for 
the program of the school. 


THE EMOTIONAL CLIMATE OF THE HOME 


In UNDERSTANDING a child, it helps to know about the 
emotional climate of the home. Do the parents insist that 
children take responsibilities and do things on their own 
initiative? Or do they insist on making all the decisions? Do 
children get some opportunities to grapple with their en- 
vironment more or less on their own? Or do they lead shel- 
tered lives, “tied to their mother’s apron strings?” Is the at- 
mosphere one of continual fault-finding and negative criti- 
cism? Are the parents a sure source of guidance? Or are they 
so wrapped up in their owr troubles that they can give little 
attention to the problems of their children? 

Then there are the conditions, factors, and events which 
tend to have a disintegrating effect on family life. One of the 


368 RELATIONS WITH PARENTS 


commonest of these conditions is the broken home. Another 
is the addiction of one or both parents to alcohol, drugs, or 
gambling. Some parents are completely preoccupied with 
parties, entertainment, or lodge work. In some families, life 
always seems to be a desperate struggle—the father cannot 
seem to keep a job, the mother is always ill, and life seems 
very grim indeed. There is usually some sibling rivalry or 
dissension among the children in most families. Usually it 
flares up only occasionally or is kept at a low pitch of in- 
tensity by the common sense of all parties concerned, How- 
ever, in some families, the warfare among siblings (brothers 
and/or sisters) assumes violent proportions, to the extent 
that it has a marked and disturbing effect on the lives of all 
participants. In still other families, an even more difficult 
problem is created by continual dissension between mother 
and father. A child can usually tolerate a certain amount of 
sibling rivalry, but frequent disputes between his parents 


can be extremely upsetting because they strike at the foun- 
dations of the child’s emotional security, 


POTENTIAL CONFLICTS BETWEEN 
PARENTS AND TEACHERS 


DIFFERENCES IN HOME AND SCHOOL 
STANDARDS 


The child’s emotional security is threatened whenever there 
are sharp or severe differences of Opinion among or between 
significant people in his life—that is, between his parents or 
between his parents and his teacher, Unfortunately for the 
child, it is not unusual for conflicts to develop between par- 
ents and the school. 

Sometimes disagreements develop because the parents 
and the school differ in their expectations regarding the 
child. Perhaps the parents expect a certain child to make 
better progress than he is making or to come 


A home with a 
“perfect report card. The school, basing its ex 


pectations on 
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this child’s measured aptitudes, expects average but not out- 
standing performance. Many parents interpret a “poor” re- 
port card as a reflection on them, the implication being that 
they have done a bad job in raising their children or that 
their children have perhaps inherited defective mentalities, 
Usually, attitudes of this sort are more indicative of parental 
insecurity than anything else. Indeed, Jean S. Grossman sug- 
gests that a good home is a place to which a child may bring 
a bad report card [5]. 

Sometimes difficulties develop when parents encourage 
the very sort of behavior the school is attempting to elimi- 
nate. Faith Smitter describes a case of this sort: 

Nine-year-old Peter . . . had a chip on his shoulder and al- 
ways seemed to be itching for a fight. One day after school the 
principal saw a crowd of children gathered about what ap- 
peared to be a cloud of dust. When he investigated, he found 
Peter pummeling another boy and the crowd fascinated by the 
brutal scene. The boys were separated, and when Peter was 
questioned, his explanation was, “My father says when a guy 
hits you, you got to hit him back [6].” 

The problem here is obviously a delicate one. On the one 
hand, the school wants to help children learn better ways of 
solving problems than through physical violence, but on the 
other hand, it does not want to jeopardize the father-son re- 
lationship that is so important for Peter’s development. 
These are the kinds of dilemmas that render relations with 
Parents difficult, indeed. 


PROBLEMS IN DISCIPLINE 
Another source of conflict is the difference in standards of 
behavior and discipline. Parents may be permissive and in- 
dulgent, and the school may be demanding and strict. Or the 
Parents may be dominating and exacting, expecting com- 
plete conformity and submission from their children, and 
the school may be trying to get children to develop in- 
dependence and initiative. Then there are the parents 
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who have difficulty in controlling their children and in 
getting them to do the ordinary things which are important 
or desirable in everyday living, such as getting to school on 
time, being considerate of the feelings of others, respecting 
law and order, and so forth. 

Such difficulties are not unusual. Rudolph Dreikurs points 
out that parents today have more problems than formerly, 
partly because today’s parents have doubts about the efficacy 
of punishment, partly because children are being given 
greater equality with adults (hence have more rights and 
privileges), and partly because today’s children often lack 
the motivation to do the right thing. These are all symptoms 
of the transition from an autocratic, paternalistic, power- 
oriented culture to a democratic culture, a transition that 
has been going on for centuries and that is now approaching 
a climax. Dreikurs says that we are now at a point in our 
cultural development where we cannot, in good conscience, 
apply the punitive methods of yesterday but have not found 
ways to express the democracy of tomorrow. As a result, we 
are confused and anxious, particularly when it comes to re- 
lationships with children. The point is that parents who are 
dissatisfied with their success in controlling their children 
often expect the school to succeed where they have failed 
[7]. However, such expectations are usually doomed to dis- 
appointment because schools have the same problem as the 
parents and for the same reasons. Nevertheless, some parents 
persist in this hope. It appears in the case of the parent who 
suggests to the teacher that his child be spanked if he mis- 
behaves or if he fails to get his lessons. Some parents bring 
pressure on the school to assign children more homework, 
with the thought that it is easier to control a child and limit 
his activities if the school is requiring him to spend his free 
time doing homework. This is a way of saying, “I am not 
very successful in getting my child to spend his spare time 
in socially useful activity, but you, the school, can do this 
for me by assigning homework.” Indeed, one might say that 
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the chief purpose for assigning homework very likely is that 
of using it as a way of controlling children because research 
does not show that it has any particular value as far as im- 
provement in learning is concerned [8]. 

The danger of the situation we have described in the 
foregoing paragraph is that parents may come to believe 
that the school can do more in the way of disciplining or 
controlling their children than they (the parents) can them- 
selves. Such an expectation has no firm foundation in fact. 
It is bound to lead to disappointment and, perhaps, to re- 
sentment. The parent who entertains such expectations has 
no real grasp of the function of the school, and the school 
which encourages parents to entertain such expectations is, 
in effect, asking for trouble. When a large number of parents 
in a given community are depending on the school to do 
their disciplining for them, this is a sign that neither school 
personnel nor parents have thought through their functions 
and goals or that there is poor communication between the 


school and the community. 


“SOCIAL DISTANCE BETWEEN PARENTS 

AND TEACHERS 
A third source of potential conflict between parents and 
teachers lies in an attitude which might be characterized as 
the “snobbishness of the expert” or an attempt to maintain a 
polite “social distance.” Many educators look upon parents 
as potential intruders—persons who interfere with the edu- 
cational process, persons who hinder more than they help. 
Such educators look upon the efforts of parents to help their 
children to read or do long division as bungling attempts to 
compete with the school. Education, as these teachers see it, 
is a specialized and highly technical business—no field for 
amateurs. One should note, in passing, that this attitude is 
by no means confined to educators. For example, doctors de- 
preciate attempts of laymen not only to diagnose and treat 
themselves but even to learn anything about the nature of 
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their illness, and lawyers are quick to point out that people 
are likely to get themselves into difficulty in legal matters if 
they do not seek the advice of a lawyer. It is evident that 
there is a sound basis to this attitude—uninformed persons 
are likely to make unnecessary mistakes if they venture too 
far into the field of the expert, regardless of whether the 
field of expertness be medicine, law, or education. However, 
if the professional practitioner presumes too much on the 
ignorance and incompetence of lay persons, and deals with 
them in an arrogant and unfeeling manner, he is likely to 
gain only noncooperation and hostility instead of the support 
and cooperation he needs. Perhaps we may say that educa- 
tors are less likely to err in this than are members of other 
professions; nevertheless, the danger does exist wherever 
parents feel that the school is trying to exclude them from 
participation in any phase of the educational program. 

Teachers who are overly conscious of their professional 
status and training are probably compensating for feelings 
of insecurity or inadequacy, feelings that for them may be 
beyond the limits of their immediate awareness. Often they 
express these neurotic needs by trying to make parents feel 
inferior. As Jean S. Grossman says, 


Parents are often made to feel like colossal failures, In 
many cases they are summoned to their children’s schools only 
when something is wrong; rarely do they have Opportunity to 


hear about their youngster’s worthiness, charm, intelligence, or 
success [g]. 


On the other hand, some parents make it difficult for 
teachers and children alike by their unwillingness to “let go” 
of their children. It is normal and natural for children to 
find teachers that they like and admire, and if the parent is 
at all emotionally insecure, he is likely to resent sharing even 
a little of the spotlight of his child’s love and admiration. 
Probably most parents feel a little of this when their children 
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come home from school and speak glowingly of a new 
teacher, or when their children say, “You're wrong about 
that, Dad, because Miss Fenwick says such-and-such,” or, 
“Mr. Hoffman says you're not supposed to say that, Mother.” 
However, most parents are mature enough to swallow their 
temporarily injured feelings and write off the experience as 
part of living with a child who is growing up. It is the parent 
who cannot accept this feeling who causes the difficulty. 
Perhaps he feels that his authority has been challenged when 
his child momentarily places his faith in the teacher rather 
than in him, or perhaps he bears emotional scars from en- 
counters with punitive and unsympathetic teachers when he 
was a child. The chances are that he will not know what the 
real factor is that is bringing him into conflict with his child’s 
teacher, All the parent knows is that he does not like the 
teacher, his methods, and the things he is trying to teach his 
child. 

There is something to be said for the teacher and his side 
of the conflict. It is true that parents sometimes “spoil 
things” by teaching children some things, deliberately or 
otherwise, things which are contrary to what is being taught 
in school. This not only confuses the child by exposing him 
to contradictions in authority, but also it makes for diffi- 
culties in classroom management. Then there is the parent 
who teaches his child material which is in harmony with the 
school’s curriculum, except that he teaches it ahead of time 
so that the bloom is taken off what would normally be the 
teacher’s satisfaction in having helped the child to discover 
some new fact or learn some new skill. A common example 
of this is the tendency of some parents to teach their five- 
year-olds how to read. This may not be a very serious prob- 
lem, yet many teachers resent this as an invasion of their 
professional domain. Another example of parental interfer- 
ence resented by teachers is that of the parent who does his 
child’s homework—and not always correctly. These are all 
more or less legitimate reasons for teachers to become con- 
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cerned about the attempts of parents to interfere in the 
education of their children. 


TEACHERS TEND TO BE OVERLY 
SENSITIVE 


It should also be noted that teachers are rather quick to go 
on the defensive when they sense that parents may be inter- 
fering. They sometimes get upset over a minor instance of 
interference which might easily be ignored or worked out in 
friendly fashion by dealing directly with the parent himself. 
It is difficult to say why teachers are so sensitive. Perhaps it 
is because they are under constant pressure from all sides— 
from the administration, from students, from parents, from 
the community, from fellow teachers, yes, and even from 


themselves. One writer describes the teacher’s situation as 
follows: 


Teachers are pressured from all sides to teach this, not to 
teach that; to individualize instruction and help children so- 
cially and emotionally as well as intellectually and to do it in 
large classes of thirty-five or more; to use democratic methods 
and maintain a permissive atmosphere but not let children 
“get out of hand” or, for that matter, out of their seats; to give 
children materials which they can handle and let them progress 
according to their ability and maturation but cover the course 
of study and be sure that the class is up to grade level on the 

national norm.” Teachers are told to make the curriculum 
functional and to adjust instruction to meet the personal-social 
needs of children and then are given a standardized test to 
administer and are criticized if the children fail to demonstrate 
achievement in the traditional content material [10]. 


A teacher works under constant observation; his mistakes 
and failures are for the most part public knowledge. This is 
truer of teaching than it is of almost any other profession. 
Therefore, the possibility of failure and criticism assumes 
enormous importance; teachers are likely to feel that they are 
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always in danger of failing and of being criticized whether 
or not they have failed. This helps to make teaching a nerve- 
racking occupation. It is no wonder that teachers tend to be 
quick to defend themselves against real or fancied attacks or 
to blame the interference of parents for some of their mis- 
takes. 

Although there are extenuating circumstances which help 
to explain some of the bases for the conflict between parents 
and teachers, the detrimental effects of this rivalry cannot be 
overlooked. As we mentioned earlier, some children feel in- 
secure when disagreement develops between tachers and 
parents—the important adults in their lives. Other children 
recognize the situation as a weak spot in adults’ defenses and 
proceed to stir up trouble by playing teachers off against 
parents and vice versa. This has the apparent purpose of 
getting adults to take some of the pressure off children and 
direct it instead against each other. Usually the teacher 
comes off the worse in such conflicts because the parent has 
the psychological and moral advantage. Some children react 
to parent-teacher rivalry by becoming discouraged or cyni- 
cal. In any event, the result is deteriorated morale and in- 
creased difficulties in learning. 

Fortunately, there are some solutions to this problem. 
Parent-teacher disputes are not inevitable and, even when 
they do develop, they can usually be resolved on the basis of 
the indisputable fact that, in the final analysis, parents and 
teachers are together on at least one point—they are both 
interested in promoting the welfare of children. And they 
can be ever so much more effective if they work on these 
problems together, cooperatively, than if they work on them 
Separately or at cross purposes. Parents and teachers need to 
regard each other as partners, rather than as competitors. If 
they are divided by suspicion, competition, or other forms of 
hostility, everyone will suffer—teachers, parents, schools, 


and particularly the children. 
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Sti another reason for concern about better parent- 
teacher cooperation is the fact that parents have much to say 
about school policy. The power that parents exercise varies 
widely from community to community. In some communi- 
ties they virtually elect and staff the school board; in others, 
they have little effect because they are unorganized. But 
even in the latter communities the unorganized parents pos- 
Sess great potential power. If they disapprove of school 
policies, they can quickly mobilize against the existing ad- 
ministration and bring about drastic changes. On the other 
hand, educators have been able at times to interest lethargic 
and apathetic parents in educational reforms that have cap- 
tured their imagination, whereupon they have organized 
themselves into groups which have brought about great 
gains for the schools of the community. 

It is sometimes difficult for the classroom teacher to see 
what part he can play in the over-all improvement of educa- 
tion in his community. But as he works with parents in help- 
ing them to get a better understanding of what is going on 
in his classroom, and as he helps to change passive, indiffer- 
ent, or hostile attitudes into feelings that are constructive, 
sympathetic, and Supporting, he is not only doing something 
which will make it easier for him to continue to do his job 


effectively, but he is also helping to bolster and improve the 
whole school program. 


PROMOTING COOPERATIO 


N BETWEEN 
PARENTS AND SCHOOL 


The surest way of enlisting the support of parents is to in- 
volve them actively in the actual administration and opera- 
tion of the school program. This type of involvement has 
perhaps been brought to its greatest height in the coopera- 
tive nursery school program where parents make the poli- 
cies of the school and help to operate it by serving as mother- 
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helpers to the teachers, by repairing or building equipment, 
and by actually constructing and maintaining school build- 
ings. These activities give the parents a sense of identity and 
involvement that they could not otherwise gain. There is no 
problem of enlisting the support of parents who are already 
involved in operating and administering a school—after all, 
it is their school. 

We probably are not ready to go to such lengths in seek- 
ing the support of parents for schools above the nursery level 
—it may be inappropriate or unfeasible to involve parents in 
the more complex skills and problems which are part of ad- 
ministering and operating elementary and secondary schools. 
But the basic principle remains: parents will lend their sup- 
port to the extent that they feel identified with the school. 
Some schools help parents develop this feeling of involve- 
ment by consulting with them when changes are contem- 
plated. One school wanted to change the report card system 
and spent a year discussing the problem with groups of 
mothers and fathers and did not go ahead with the change 
until it was evident that the parents understood the pro- 
posed method of reporting and that most of them were in 
sympathy with the proposed change. Other schools get par- 
ents to act as co-sponsors of various extracurricular activities. 
Some teachers enlist the interest of parents by having them 
discuss their jobs with classes in occupations or senior prob- 
lems. 

Norman Fenton, in a discussion of parent participation in 
the life of the school, states that too many obstacles have 
been placed in the way of cooperative action. 


From the standpoint of mental hygiene, elementary and 
secondary schools have before them a challenge to match the 
accomplishments in the integration of school and home which 
have been achieved by teachers and parents of preschool chil- 
dren. The greatest handicap to progress here is the conserva- 
tive attitude of educators and parents [11]. 
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He continues by saying that administrators are likely to 
object, not only because the idea is original and radical, but 
also because they are afraid that parents may assume too 
much authority in the management of the school. Some ad- 
ministrators have had experiences with emotionally dis- 
turbed parents that make them shy away from any collabora- 
tion that promises to be too close. On the other hand, says 
Fenton, many parents would feel anxious and insecure about 
working with educators, others would feel hostile, and still 
others would be too apathetic and passive to want to do any- 
thing original or important. Furthermore, a large number of 
parents welcome the opening of school because it provides a 
partial means of escaping from the cares and worries of full- 
time supervision of their children. In spite of these objec- 
tions and difficulties, Fenton believes that the values to be 
obtained from collaboration and cooperation are great and 
he suggests some approaches which would lead to better and 
closer working relationships. For example, a school that 
wishes to promote cooperation between parents and educa- 
e Canny Banat vin we pat 

c g their power and responsibilities; 
minor issues and problems should be taken up first; and 


teachers and parents should be encouraged to get together 
and share their knowledge. 


THE NEED FOR BETTER RELATIONS WITH 
THE COMMUNITY 


Teacuers should also be concerned about relations 
with parents because of the need for better communication 
between the school and the community. It is important for 
members of the community to be informed about the needs, 
activities, and policies of the school partly because the 
school needs financial and moral support from the commun- 
ity and partly because there is a danger of the school’s be- 
coming too isolated from the main currents of community 
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life. The school that is out of touch with the community can 
easily become the target for attacks by the uninformed or 
the irresponsible. Prejudice thrives on ignorance. And let us 
be realistic about this—among laymen almost a tradition of 
prejudice exists where school matters are concerned. Look at 
this stereotype of the teacher, as compiled by the American 
Association of School Administrators: 


1l. The teacher is an old maid. 

2. Teachers are aloof, snobbish, unwordly. 

3. Teachers are querulous, irritable, generally unsympa- 
thetic, and lacking in understanding of young people and their 
problems. > 

4. Teachers are ineffectual. 

5. Teachers have no interests outside of school and school- 


work. 
6. Teachers are paid too much and have too long vacations. 
7. Teachers get their jobs through political, racial, or re- 


ligious connections. 

8. Teachers are inclined to be “bossy” in relationships with 
others—they carry over classroom manners into adult contacts. 

9. Teachers are fussy, picayune, and trivial in their atti- 
tudes. 

10. Men teachers are timid, queer, eccentric, or sissyish; a 
“real” man does not go into teaching [12]. 


The report goes on to say that much of the blame for this 
Stereotype lies with school administrators who “trivialize” 
school methods, routines, and teachers’ outlooks, and with 
“legislatures, boards of education, and community groups, 
which, through restrictive legislation and social and eco- 
nomic discrimination, have forced teachers to function as 
second-class citizens [13]. . - -” 

Perhaps some of the above can be dismissed as overly 
prejudiced or as inapplicable to more enlightened communi- 
ties, Nevertheless, the attitudes described are prevalent 
enough to cause concern among educators who are seeking 
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community support and cooperation for the school program. 
And this is where the parent enters the picture. 

The parent is the lay person who is most immediately con- 
cerned with the school. Its success is as important to him as 
it is to teachers and school administrators. If the school com- 
municates effectively with parents, it can depend on parents 
to carry some of its message to the community and to act 
as its allies when the support of the total community is 
needed, as, for example, during a school bond election. Of 
course, this does not preclude the school’s communicating 
directly with the community through advisory committees of 
laymen, through newspaper publicity, or through the de- 
vices mentioned previously. The important principle to be 
observed is that communication, to be really effective, must 
be two-way: it is necessary for the school to give careful and 
sympathetic attention to what parents and other lay people 
have to say if it expects to receive the same kind of attention 
from the community. 

In the research into the interpersonal preceptions of junior 
high students, parents, and teachers that we have’mentioned 
elsewhere in this text, Jenkins and Lippitt found that one of 
the major areas of potential and probable difficulty involved 
the gaps between the self-concepts of parents and teachers 
with respect to their relationship. Parents felt that their 
major contact with teachers should grow out of their mutual 
concern for the welfare of children whose su 
shared, whereas teachers looked for more co: 
ents on a more friendly basis, as members of 
munity. In other words, te 
fellow participants in the lif 
a relationship based on thei 


pervision they 
mtact with par- 
the adult com- 
achers wanted acceptance as 
e of the community, not merely 


nia r professional roles, Jenkins and 
Lippitt also noted that there was opportunity for a closer re- 


lationship between parents and teachers growing out of the 
teachers’ desire that parents visit and consult with them at 
school. Parents are relatively unaware that teachers want 
this. The authors felt that as parents begin to see that teach- 


HOW TO COMMUNICATE WITH PARENTS 381 


ers want their participation and not just their cooperation, 
some of the barriers to closer contact and better communica- 
tion will disappear [14]. 

Recent developments in the field of parent education are 
very encouraging in this regard. Public school departments 
in a number of communities throughout the country are pro- 
viding a great variety of educational experiences for parents 
who want to learn how to play their life roles more effec- 
tively, who are looking for ways to improve their ability to 
help their children develop in ways that are emotionally and 
socially mature. The experiences that are made available in- 
clude small-group discussions, panels and forums, workshops 
and conferences, and cooperative nursery schools. Although 
the proportion of parents benefiting from these experiences 
is still quite small, the number is growing, and many school 
departments find that the demand for these services exceeds 
their ability to meet it. Parents who take advantage of this 
kind of education help to reinforce the mental-health experi- 
ences their children receive in school and in the playground. 
It is easier for teachers to communicate with such parents 
because both teachers and parents have a common area of 
understanding in the area of child development—they both 
Possess a common vocabulary of terms and concepts. Fur- 
thermore, parents who participate in this kind of education 
are likely to have developed more favorable attitudes toward 
the school and its educational program because they have 
become a part of this program and are receiving direct per- 
sonal benefits from it. 


HOW TO COMMUNICATE WITH PARENTS 


Tuis brings us to a consideration of some rather techni- 
cal aspects of communicating with parents and other lay 
people with whom the teacher has contact. We shall discuss 
these points in terms of dealing with parents, bearing in 
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mind that these principles are applicable to communication 
with other lay people. 

The first and foremost rule is to be a good listener. This 
holds true even if one of the purposes in the meeting is to tell 
the parent something. Very often a parent has something on 
his mind, something which has been bothering him. If he 
wants very much to express himself but has not had a chance, 
he may not even hear what you are trying to say. Some par- 
ents, of course, do not have much to say at first because they 
are more interested in hearing what the teacher has to say. 
However, once they have grasped the main points, they may 
wish to express themselves at length. The point is to be alert 
and sensitive to parents’ needs to communicate, The advan- 
tage is usually with the teacher—even if he does not know 
“all the answers,” the conversation is largely concerned with 
education, and in this field he is the trained, professional ex- 
pert. Therefore, he can afford to discipline himself to defer to 
the parent in such conversations, secure in the feeling that his 
prestige and status will be undiminished, Redl and Watten- 
berg have this to say on the subject: 


The first principle of good interviewing is to let the other 
fellow talk when he wants to. Let him say what he wants to 
get said. Having spoken his piece, he is more likely to feel 
appreciated. The more he can explain his problem, the better 
we can understand him, and the more he feels understood. 
Time spent listening attentively saves time which would other- 
wise be wasted in futile arguments and blunders due to mis- 
understanding. Having to hold their tongues may be frustrat- 
ing to the teachers but, as professionally trained people, they 
can get their satisfactions from long-term accomplishment. 
This principle should not be carried to the extreme, where a 
teacher would feel compelled to be passive and show abso- 
lutely no reaction in an interview [15]. 


It is hard to be a good listener with parents who are domi- 
nating and aggressive or even truculent. However, this type 
of behavior is often an attempt to compensate for feelings of 
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insecurity and inferiority. Such parents are, very likely, steel- 
ing themselves in anticipation of the teachers criticism. 
When, instead, the teacher listens sympathetically and re- 
spectfully, this often helps to reduce their tension, where- 
upon attention can be directed more profitably to the main 
purpose of the interview. 

The second principle is to be cautious with criticism and 
advice giving. There is a feeling on the part of most clini- 
cians that many parents cannot profit by advice or informa- 
tion that is given to them directly [16]. However, sometimes 
the giving of advice is most appropriate, particularly when 
it can take the form of a friendly discussion of the problem 
with possible ways of handling it. Timing is an important 
factor here. If the teacher gives advice, he should also be 
prepared to accept advice from a parent, and the trading of 
suggestions in a friendly give-and-take is one of the many 
good ways of establishing satisfactory communication with 
parents, Yet, until such a relationship is established, it is wise 
to proceed carefully. The parent who is not prepared to ac- 
cept advice can easily be put on the defensive by the teach- 
er’s criticism. Even parents who ask for advice are often not 
ready to use it. Often this is a way of getting the teacher to 
commit himself, whereupon the parent says to himself, in 
effect: “Hmph. Just like all teachers—ready to tell me how 
to run my family at the drop of a hat. Who does he think he 
is, anyway?” Naturally, such an attitude is highly illogical in 
view of the parent’s request for advice, but parents are no 
different from the rest of us—we all do illogical things occa- 
Sionally and are completely unaware of them, particularly 
during moments of stress or when we feel that our pride and 
reputation are at stake. 

Lois H. Meek indicates some other problems that may 
lead to unwarranted advice giving during interviews with 
parents: 

Tf the child is not successful or happy in school, [mother and 
teacher may] each . . . look to the other as the source of the 
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difficulty. The mother is likely to be protective of her methods 
when confronted with the clinical training of the teacher. . . . 

Too often teachers do not sense these feelings. They feel 
somewhat superior because of their professional training and 
expect the mother to appreciate this and accept advice readily. 
In some cases the teacher identifies herself with the child and 
is in a manner jealous of the mother’s position, She may her- 
self long for the experiences in family life that the mother is 
having. Her criticisms are likely to be harsh because they 
spring from yearnings she herself scarcely realizes exist [17]. 


The difficulties described by Meek obviously do not apply 
to all interviews between teachers and parents. The point 
here is that unconscious and sometimes neurotic needs can 
interfere, often when we are least aware of them, with the 
establishment of rapport and the attempt to develop good 
communication in an interview. 

A third principle is not to betray confidences. Children 
often tell teachers things they would not tell anyone else, 
particularly their parents. It is a breach of professional ethics 
to share information received in this manner. The same prin- 
ciple applies to anything that parents tell teachers in confi- 
dence. An exception to this rule is the case conference. Some- 
times a serious problem develops and the information which 
the teacher has held in confidence may be used by qualified 
persons to aid the child, assuming, of course, that the persons 
concerned will also handle the information as confidential. 
Teachers have to use their judgment at such times to deter- 
mine whether the sharing of such information would be a 
violation of confidence. 

The principles that Nathaniel Cantor has drawn up as 
applicable to every well-handled discu. 


sion are also pertinent 
to interviews with parents: 


. Do not argue. 

. Do not give advice. 

. Do not direct the discussion. 
. Do not force answers. 
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5. Do not take sides. 

6. Listen rather than talk. 

7. Try to grasp what lies behind what a speaker is saying. 

8. Do not make moral judgments. 

9. Above all, try to communicate to the speaker your ap- 
preciation of what he says and how he feels [18]. 


Perhaps the most important principle of all is to trust 
parents to do the right thing and to let them know that you 
trust them. When parents discover that the teacher listens 
to what they say, accepts them at face value and is not prone 
to give unwanted advice, their tensions, anxieties, and hos- 
tilities melt away. They see the teacher as “one of us”—some- 
one with whom they can identify, someone who is deeply 
interested in the welfare of their children, someone whom 
they can trust and respect, and, finally, someone whom they 
will aid and support. 
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DISINTEGRATIVE 


INFLUENCES IN EDUCATION 


EDUCATION AS AN INTEGRATIVE PROCESS 


THIS chapter and the one following will discuss certain fac- 
tors and forces in present-day education in terms of whether 
they help children to achieve “integration” in their person- 
alities.’ In using the concept of integration we have refer- 
ence to the process of becoming more mature. A person who 
is more mature is better “integrated” than one who is less 
mature. There is greater harmony 
tions of the mature person; he is not so likely to work at cross 
purposes with himself. He is less confused, less disturbed by 
neurotic anxiety, better able to go about the business of 
meeting his normal needs. He is 


more capable of thinking 
through problems intelligently and independently, and he 


1 For discussions of integrative and disintegrative factors in personality de- 
velopment see: H. C. Lindgren, Psychology of Personal and Social Develop- 
ment. New York: American Book, 1953. Chapter 19, “Integrative and Dis- 
integrative Factors in Mental Health,” Also, see Chapter 14, “The Therapy 


of Everyday Life,” in The Art of Human Relations, by the same author. New 
York: Hermitage, 1953. 


and efficiency in the ac- 
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can apply himself to the task of learning without being ham- 
pered unduly by neurotic needs. 

The mental-hygiene task of the school can thus be seen as 
one of helping children to achieve a better integration. In 
order to work in the direction of this goal, it is necessary that 
we be aware of those forces and factors in the school that 
promote integration and those that discourage it. Integrative 
influences and forces are those conditions or factors that aid, 
stimulate, or encourage the child’s growth and development 
in the direction of better mental health and emotional, so- 
cial, and intellectual maturity. They would thus include in- 
fluences that aid the child in becoming more aware of the 
realities of life, in establishing satisfying relationships with 
others, and in meeting his basic needs. Disintegrative in- 
fluences and forces are those conditions or factors that pre- 
vent or discourage the child's growth and development in 
the direction of better mental health. These are factors that 
make children feel insecure, that arouse neurotic needs, that 
stimulate overrebellious or overdependent behavior. 

It should be noted, however, that not all negative aspects 
of a child’s environment are disintegrative, for some of them 
Constitute challenges he must learn how to handle if he is to 
grow emotionally and intellectually. In attempting to mini- 
mize or eliminate disintegrative forces in the classroom we 
must therefore not commit the error of shielding the child 
from all forms of anxiety, normal as well as neurotic. This is 
One of the most vexing problems in teaching: how to permit 
enough normal anxiety to exist in the classroom to stimulate 
learning and growth and how, at the same time, to eliminate 
the factors and reduce the forces that stimulate the neurotic 
anxiety which interferes with learning and growth. 

In this chapter we shall be concerned principally with 
some of the conditions and situations existing in the school 
that may be characterized as “disintegrative.” Some of these 
factors have already been discussed elsewhere in this text- 
book. Where this is the case, we shall but mention them 
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briefly, with reference to the chapters where fuller discus- 
sion may be found. 


CULTURAL INFLUENCES 


THERE are disintegrative conditions and influences 
which are a function of the cultural and social atmosphere 
of which the school is a part and which, therefore, are in- 
escapable. Inasmuch as the school is the instrument of so- 
ciety, it is bound to inculcate those values and standards 
which are part of the culture, often without regard to 


whether they have an integrative or disintegrative effect on 
mental health. 


EMPHASIS ON CONFORMITY 


One of these factors is the emphasis and insistence on con- 
formity and submission which is characteristic of the emo- 
tional climate of many schools. This often has the effect of 
discouraging originality and independence in thought and 
action. To be sure, a certain degree of conformity is neces- 
sary in all social situations, otherwise groups lack cohesion 
and purpose and are unable to operate effectively. But when 
conformity becomes an end in itself instead of the means to 
an end, when it becomes a central value in the child’s per- 
sonality, there is a dying out of the capacity for originality 
and the desire for self-direction, It is almost as though the 


individual is afraid to be himself. (See discussion in Chap- 
ter 8.) 


EMPHASIS ON REWARD AND PUNISHMENT 
The attempt to translate all learnin 
ment situations commonly does violence to the principle that 
learning is a natural outgrowth of the child’s attempts to 


re a the “overconforming” person see 
the description of the marketing orientation” in Erich eee Man for 


description of the “other- 


, The Lonely C: ; Vale 
University Press, 1950. y Crowd. New Haven: Ya 


CULTURAL INFLUENCES 391 


meet his needs for growth and development. Persons who 
utilize the reward-and-punishment approach to education 
exclusively assume that children will not learn unless the 
situation has been rigged by the teacher to punish failure 
and reward successes. Some children who are subjected to 
situations of this sort over the years come to believe that the 
rewards of learning are not the pleasure and satisfaction of 
practicing a new skill or discovering a new bit of information 
but are instead the praise of the teacher. Or, even more com- 
monly, children come to feel that learning is something one 
does to avoid punishment or criticism. In effect, an over- 
emphasis on the reward-and-punishment aspects of the ed- 
ucational situation produces a distortion which causes stu- 
dents to substitute a rather hollow and insubstantial type of 
goal for the deeper satisfactions that result from greater per- 
sonal adequacy—such things as improved relations with oth- 
ers, greater skill in dealing with the problems of one’s envi- 
ronment, greater effectiveness in self-expression, and the 
like. (See discussion in Chapter Ti) 


EMPHASIS ON COMPETITION 
The third influence we wish to discuss under this heading is 
the overemphasis on competition. There is no quarrel here 
with the friendly sort of competition which often helps to 
stimulate interest in the classroom. What we are concerned 
with is a situation that causes children to subordinate all 
other considerations in favor of an intense drive to get the 
best marks, In the worst of the competitive situations, chil- 
dren no longer care about what they learn—whether it is 
useful, whether it is worth remembering over the summer 
vacation, whether it helps make the world around them more 
understandable—their only concern is to defeat each other. 
One writer comments: 
The kinds of pressures used by middle-class teachers and 
parents to make children conform to adult expectations are not 
always desirable. To please his parents and to be accepted by 
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them, it is not enough for a middle-class child to do well in 
school; he must do as well or better than other children in the 
neighborhood. If Johnny Jones is getting 4 A’s, then Tommy 
Brown’s family expects him to get 4 or more A’s on his report. 
Both parents and teachers frequently make the mistake of 
thinking that getting better marks in school is simply a matter 
of effort and will power. “If Johnny would only try harder” or 
“If Mary would just make up her mind to learn” expresses a 
commonly held viewpoint. Yet Johnny and Mary may be doing 


Nathaniel Cantor indicates how the school situation de- 
velops and encourages competition through its system of re- 
gnoring or denying the ex- 
istence of peer-group relationships of the classroom: 

The school rewards individual, not cooperative effort. Grades 
and reports are given to the individual student for the acquisi- 
tion of intellectual and verbal skills. T! 
consists of a group of children each 
individual relationship with the te 
the “we” development, is emphasized [2], 


he classroom, generally, 
of whom is in an insulated 


self the fact that he has failed. Or 
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anxiety or the inability to accept the reality of his failure that 
he is unable to profit from his experience. (See discussion of 
competition in Chapter 10.) 

Sheviakov and Redl describe the emotional climate of a 
classroom dominated by competition that has gone beyond 
the “friendly stage: 


The hostile competition climate is a distortion of an other- 
wise healthy phenomenon in our society. Normally, a good 
deal of competitiveness is unavoidable, even liked, by the chil- 
dren growing into a society where there can be little doubt of 
the presence of competitiveness. However, there are two 
things that can go wrong with a normal competitive climate: 
one is that there may be more competitiveness than children 
need or can stand without developing negative character traits 
or defeatism; the other is that competitiveness may deteriorate 
into hatefulness. 

The hostile competition climate can be characterized thus: 
everybody is whipped into aggressively competing with every- 
body else all of the time. Reward is given to him who proudly 
tramples under his feet whoever dares to compete with him. 
Shame falls upon the head of the child who would rather get 
a lower grade than feel holier-than-thou toward his best pal. 
The hostile competition climate turns a classroom into a dog 
race. It is highly doubtful that love and friendship is instigated 
in the participants while the race is going on [3]. 


There are other conditions and forces in our culture which 
have an adverse effect on the mental health of children in 
the schools; our purpose here has been to describe three 
which are most likely to affect the atmosphere of the school. 
It should be noted that in each case the forces stem from 
trends in our culture which are basically healthy, but which 
are likely to be exaggerated and overemphasized. 

A similar point is also made by David C. Wilson, who 
points out that neurotic trends may affect the behavior of a 
whole social group or even a complete society. He terms this 


type of trend a “neurosis of everyday living”: 
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A neurosis of everyday living occurs when socially-accepted 
behavior is exaggerated to such a degree that it interferes in 
an injurious manner with interpersonal relations, and the par- 
former is unaware of the actual cause for his behavior, or—if 
he becomes aware—is unable to modify the exaggeration [4]. 
Wilson says that persons suffering from a neurosis of 

everyday living are not aware that they are behaving in ways 
that are detrimental to their mental health, nor is their be- 
havior considered unhealthy by others in the group who ob- 
serve them. Thus a child may engage in hostile and destruc- 
tive competition in the classroom and on the playground to 
the detriment of his normal emotional and social develop- 
ment without his teachers, parents, or classmates being 
aware that such an overemphasis is unhealthy because com- 
petition is an accepted mode of behavior in our culture, 


INFLUENCES RESULTING FROM THE 
ORGANIZATIONAL STRUCTURE OF 
THE SCHOOL 


Unper this heading we shall consider a variety of con- 
ditions that largely develop within the school itself and that 


have a negative effect on the mental health and normal de- 
velopment of children, 


munication, so shall not belab 
However, we should be aware that the or 


tradition is that it is the role of the teacher to talk and the 
role of the student to listen. This not only stifles the self-ex- 
pression of students, but it also impedes the free operation 
of the learning process. Learning is facilitated by the free 
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operation of two-way communication; it is blocked when we 
attempt to maintain communication on a one-way þasis. 


THE AUTOCRATIC TRADITION 


The organizational structure of the schools prescribed by 
convention and tradition is one which is best suited for the 
distribution of power in an autocratic atmosphere. It is an 
arrangement that makes it easy for one person to make most 
of the decisions on behalf of the staff and the students. This 
type of organization may seem desirable for purposes of 
economy and efficiency, but it makes the development of 
democratic practices a difficult one. If the principal happens 
to be of a democratic turn of mind, he can share his power 
and responsibility and thus tacitly permit and encourage 
teachers to do the same in their classrooms. But the system 
also permits an insecure person to hoard his power and to 
monopolize decision-making. Teachers usually react to this 
treatment by becoming more authoritarian and autocratic in 
their classrooms. 

Some of the insecurities of the principal may be the direct 
result of the pressures brought to bear on him by the super- 
intendent, the school board, or the community. Unfortu- 
nately, we do not appear to have any easy way of getting 
school boards and communities to see that schools operate 
more effectively under democratic leadership than under 
autocratic, Until enough people, within the schools and with- 
out, are willing to dedicate themselves to changing the pre- 
Vailing climate in schools from autocratic to democratic, chil- 
dren must continue to attend schools in which the emotional 
climate is one which is, in many respects, unfriendly and un- 


sympathetic to emotional health. 


DIVORCEMENT OF THE CURRICULUM 


FROM REALITY 
One of the most difficult problems which schools must face is 
that of developing a curriculum which has reality and life 
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for children. What happens all too often is that children 
to see any connection between what they study in school an 
life in the world outside. Merely because the connection be- 
tween the curriculum and life is obvious to an adult does not 
mean that it is obvious to a child. After a while, children get 
the idea that nothing that the school teaches is of any prac- 
tical use, and that the curriculum is a series of uninteresting 
tasks which do not bear any real relationship to each other. 
This situation is most likely to develop in schools where no 
one is interested in involving teachers in curriculum develop- 
ment; but it can also occur in schools where the curriculum 
has been democratically evolved, but where teachers have 
forgotten or neglected to help students make the connections 
between the various segments of the curriculum and be- 
tween the curriculum and life itself. In the schools which are 
doing this job most effectively, the curriculum becomes part 
of the student’s life, and he becomes as much involved in it 
as he is in the other activities of everyday life. , 
In his analysis of frustration in adolescent youth, David 
Segel comes to the conclusion that the organization of the 
curriculum in the typical high school creates difficulties for 
some students who attempt to use it as a means of helping 
them meet their basic needs for self-enhancement—that is, 
their normal needs for status, self-expression, and creativity. 
He feels that the core curriculum and the “common learn- 


ings” courses are more helpful than the patchwork of unre- 
lated and segmented courses in the traditional curriculum, 
but that the only effective way i 


n which the basic needs of 
students can be met is through courses that are based on and 
grow out of these needs [5]. 


The great danger is that if the student views the curriculum 
as uninteresting and sterile, he is likely to become cynical 
and discouraged about school, about education, perhaps 
even about any kind of learning or any activity operated by 
adults. If he develops these attitudes, his growth in emo- 
tional and intellectual maturity may halt far short of ca- 
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pacity; he may even become antisocial. In any case, his effec- 
tiveness as a citizen and his ability to participate adequately 
in society may be impaired. Most students who develop atti- 
tudes of this sort drop out of school at the earliest opportun- 
ity. Teachers and administrators often rejoice at seeing them 
leave, saying, “There goes one who cannot benefit from the 
program.” The implication, of course, is that the program is 
right and the student was wrong. However, one of the main 
purposes of the school is to help children. If the children 
drop out of school, they can no longer be helped by the 
school. We commonly think that it was the student who 
failed; more than likely it was we who failed. 


EXAMINATIONS AND MARKS 


_The question of academic failure brings us to a consideration 
of marks and examinations, a chronic source of tensions and 
anxieties. Since we have discussed these aspects of curricu- 
lum elsewhere, we shall not explore them extensively here." 
Most teachers agree that our present systems of grading 
leave much to be desired, but they also agree that we have 
not found acceptable substitutes for grades. One of the rea- 
sons for this difficulty is that our grading system is suited 
to an educational organization which emphasizes competi- 
tion, often to the detriment of learning. If competition were 
no problem, grading would be much less of a problem. If 
grades were merely the evaluations of learning, devoid of 
any emotional considerations, they would present no real 
difficulties, but as long as an A is an honor, a reward, and a 
designation of high status, and an F is a disgrace, a penalty, 
and a designation of low status, tensions and anxieties are 
inevitable. 


INEPTNESS IN HANDLING CHILDREN 


Many of the difficulties which develop in some schools are 
the direct result of what might be called “chronic mishan- 


* See discussion in Chapter 18. 


398 DISINTEGRATIVE INFLUENCES IN EDUCATION 


dling”’—the seeming inability of the teachers and administra- 
tors to do the right thing where children are concerned. A 
school of this type is likely to be divided into two camps: a 
group of determined teachers and administrators on one 
side, together with a few students who identify with author- 
ity, and an equally determined and defiant group of students 
on the other. Much of the teachers’ time is taken up with 
planning strategies to control or trap students into doing the 
work assigned, and much of the student’s time is taken up 
with the devising of ways and means to defeat teachers. 
Sometimes the adults win these skirmishes, and sometimes 
they are won by the children. But in the end, the adults 
always lose the “war”—assuming, of course, that the prime 
objective of the struggle has been to help children learn. Any 
learning which takes place under such situations occurs in 
spite of the school program, rather than because of it. 

The “divided camp” situation is perhaps an extreme (al- 
though not too unusual) development of what happens 
when relations with children are chronically mishandled. 
Mishandling, on the face of it, appears to be the result of se- 
lecting the wrong techniques or using good techniques but 
applying them in the wrong way or to the wrong situations. 
This brings us to the problem we have mentioned repeatedly 
in this text; if we were more concerned with understanding 
children, we would have to worry less about techniques. The 
teacher who chronically mishandles his class is usually one 
who does not understand the motivation of children; he does 
not seem to grasp the effect that certain of his actions will 
have on their behavior, Perhaps, on a deeper level of con- 
sciousness, he does not understand himself; for, as we watch 
him in action before a class, we wonder whether he has an 
unconscious need to antagonize and frustrate children or 
whether he is trying, unconsciously, to arrange matters sO 
that he will fail. We wonder about these things because we 
see him try, again and again, techniques and approaches 
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which have already failed with the same children. One of the 
earmarks of the chronic mishandler is that if a certain 
method does not work with children, he is likely to try it 
again, only with more force. 

There are other imbalances and stresses in our schools that 
are likely to have warping effects on the mental health of 
children. We have covered only a few of the principle ones. 
There is a recurring theme which runs through them all: 
when we become dedicated to maintaining a certain pre- 
scribed form or structure, or when we become concerned 
with preserving our own power and allaying our own anxie- 
ties—in short, when we become preoccupied with anything 
but the welfare of the children we supervise—then we are 
likely to impair our effectiveness as teachers. This happens, 
in effect, because we have turned our backs on our main ob- 
jective. 


THE UNMET NEEDS OF INDIVIDUAL 

CHILDREN 

THE NEEDS OF THE GROUP VERSUS THE 

NEEDS OF THE INDIVIDUAL CHILD 
The greater portion of this text is concerned with meeting 
the needs of the classroom group, recognizing that as long as 
the teacher must operate within the context of mass educa- 
tion, his main problems will be the problems of dealing with 
groups of children. Even when he deals with individual chil- 
dren, he must always keep the group in mind and must ask 
himself: “Am I neglecting the group to work with this child? 
Must the group wait until I am finished? How will the group 
feel about me if I give this child so much individual atten- 
tion? How will they feel about him?” 

Sometimes a compromise must be made because the prob- 

lems of the group and those of the individual are in both 
Cases pressing and urgent. Sometimes unmet needs of indi- 
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vidual children pile up to the point where the educational 
progress of the group is jeopardized. A common example of 
this is the disturbance created by children who are emo- 
tionally upset. And very often the educational program is 
threatened because of the unmet needs of a large group of 
students. In this section we shall consider both types of 
problems. 


BOYS: A “DEPRIVED GROUP 


In terms of the magnitude of the problem, probably the 
largest “deprived” group in the schools is the boys. Boys be- 
gin school at a disadvantage—socially and linguistically 
their development lags, on the average, behind that of girls 
[6, 7]. The cultural norm is for boys to behave in ways which 
are aggressive, destructive, individualistic, and physically ac- 
tive, whereas girls are expected to be submissive, coopera- 
tive, and more anxious to please. Since the school situation 
places a high premium on linguistic skills and the ability to 
conform, girls are likely to adjust to the situation more 
readily. 

The superior linguistic ability of girls is revealed by such 
studies as the one by J. Louise Despert, who studied the 
background of fifty stuttering children. She confirms the find- 
ings of other researchers to the effect that there are more 
boys than girls among stutterers [8]. 

Dorothea McCarthy reviewed the research on the linguis- 
tic development of boys and girls. She attributed the devel- 
opment of superior linguistic behavior among girls to their 
more favorable emotional environment. She states further: 


The average boy is more likely to enter school feeling some- 
what insecure and rejected and to have had a less healthy re- 
lationship with his mother than the average girl, His predis- 
position therefore toward the female teacher is more likely to 
be fraught with a great degree of anxiety, which may interfere 
with effective learning; and hence he is somewhat more likely 
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to have difficulty with reading and other . . . skills in the 
academic situation than the average girl [9]. 


Linguistic development and social adjustment appear to 
go hand in hand. The superior social adjustment of girls is 
demonstrated in a sociometrie study of high school youth 
conducted by George A. Lundberg and Lenore Dickson. They 
concluded that the girls in their sample were better adjusted 
socially than the boys in that they were more likely to make 
sociometric choices of persons who also chose them. Further- 
more, they were more likely to know who reciprocated their 
choices [10]. 

Further evidence of the better adjustment of girls is pro- 
vided by a study made by Joseph Jastak and Lois G. Gilli- 
land, who explored the personality problems of juvenile de- 
linquents. They report that boys display their delinquent 
tendencies earlier than girls and that they are more overt 
and more aggressive in their offensive behavior. For example, 
four times as many boys as girls in their sample were charged 
with stealing [11]. Similar evidence pointing to the greater 
social maladjustment in boys appears in a survey made by 
the Children’s Bureau of the Federal Government in 1949, 
covering 413 courts and over 70,000 children and youths. 
Among this group of delinquents, boys outnumbered girls 
better than four to one [12]. 

In reviewing evidence compiled in a study of personality 
problems of 810 ninth-grade students in Prince Georges 
County, Maryland, Charles A. Ullman concluded that boys 
demonstrate the problems they do because they tend to turn 
their drives outward and are concerned with doing some- 
thing active about life situations as a means of releasing their 
tensions, regardless of whether these acts involve sex, school, 
teachers, or religion [13]. k e 

The almost inevitable result of this inequality in the ability 
to adjust to the academic and social demands of the school is 
that girls are more likely to succeed and be rewarded and 
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boys are more likely to fail and be punished. In effect, girls 
are approved and accepted, and boys are rejected. Taking 
into consideration the level of linguistic skill and social 
adaptibility, the needs of girls are likely to be met more 
readily by the school as it exists today, and the needs of boys, 
less readily. 

This problem is not one which can be met easily. Perhaps 
it involves re-educating an entire culture to the end that our 
expectations for boys and girls become more similar. Sepa- 
rate schools for boys and girls suggests itself as a solution, yet 
most educators, as well as the public, feel that there is much 
to be gained by having boys and girls work and play to- 
gether. In a commencement address, Lynn White, president 
of Mills College, suggested that girls start school at five years 
of age and boys at seven. Probably none of these proposed 
solutions should be attempted until we know more about the 
processes of growth, learning, and the interaction among 
children of both sexes. There is no question about the prob- 
lem being serious. We noted above that four times as many 
boys as girls are arrested for delinquency. This is a rough 
measure of the extent to which the school, along with other 
agencies of society, has failed to motivate boys in the direc- 
tion of mental health. In this writer’s opinion, one of the 
ways in which we could begin to attack this problem is to 
recognize that in our culture there are differences in the 
needs of boys and girls and that part of the job of under- 
standing children is to be aware of these differences. In some 
ways this poses an extremely difficult problem for teachers 
in the primary grades. It is more difficult for women teachers 
to empathize with boys and to deal with their problems 
sympathetically; yet it is important that this be done because 
the basic attitudes that children develop toward school are 
laid down in these early years, Indeed, this is a problem 
which requires much study, Unfortunately it is one which 


has been largely neglected both by the educational psy- 
chologist and the mental hygienist. 
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CHILDREN FROM LOWER SOCIOECONOMIC 

GROUPS 
There is another group of children whose needs are for the 
most part unmet in most schools. These are the children who 
come from environments variously described as “lower 
class,” “working class,” “deprived,” or “slum.” Not all these 
labels apply to the same children—that is, a child who comes 
from a working-class home may not live in a slum and may 
not even come from a lower-class environment. However, 
there are common factors that apply to the behavior and 
problems of a great many children who come from such en- 
Vironments, factors which interfere with their ability to bene- 
fit from the kinds of educational experiences that are com- 
monly offered them in conventional schools. We explored 
some of the aspects of this problem in Chapter 6. Allison 
Davis believes that our inability to meet the needs of these 
children constitutes a major lack in our educational system. 
He Says: 

The fate of our nation, industrially, politically, and in case 
of war, depends primarily upon the ability of the public 
schools to help large numbers of children from these slum and 
farm-tenant groups to learn the basic skills of our society. The 
schools have not learned to do this. Our public schools for the 
lowest third of our population, the schools in the slums, are 
almost a complete failure. The staffs of these schools generally 


are aware of their basic failure, and are demoralized [14]. 


Davis goes on to say that one of the difficulties is that we 
as teachers know very little about the values which are up- 
Permost in the lives of children from lower-class groups, 
that we need to study them and get to know them better to 
the end that we might develop curricula which would meet 
their needs more effectively. He says that ‘the present cur- 
ricula are stereotyped and arbitrary selections from a nar- 
Tow area of middle-class culture,” and that the greatest 
heed of education is for intensive research to discover the 
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best curricula for developing children’s basic mental activi- 
ties: « o» hs] 

Although not all educators would agree that the schools 
are as deficient as Davis claims they are, there is much that 
he says that cannot be denied. The fact that the vast ma- 
jority of children from lower-class and working-class en- 
vironments drop out of school as soon as the law permits, if 
not before, is clear-cut evidence that they do not find much 
in school to meet their needs. 


CHILDREN WITH LOW 1Q’s 


There are two other groups of children whose needs are un- 


met by the conventional curricula. These are the children of 
low and high academic aptitude—say, with 1Q’s of less than 
80 or more than 125 or 130. Not all children who get low 
1Q’s on standardized intelligence tests lack what might be 
called “general intelligence” or “effective intelligence.” Most 
of the standardized, group tests used in schools are con- 
cerned with measuring and predicting the ability (and often 
the inclination ) to do school work—that is, work in the con- 
ventional school curriculum,* Incidentally, children from 
lower-class groups tend to score lower on tests of this sort 
than do children from middle-class environments. Motivation 
toward school tasks and interest in linguistic problems may 
very likely be a factor here, 

In a discussion of goals for mentally retarded children, 
Harold A. Delp recommends that any work done with chil- 
dren of lower mentality be preceded by adequate diagnosis. 
Then there must be an understanding of the problem. Be- 
cause the thinking of the retarded child takes place at a 
lower level, some things must be taught in a manner different 


from that used with children in the normal range of intel- 
ligence. According to Delp: 


ferences between “effective intelligence” and 
academic aptitude, see H. C, L re ee 


Adjustment. New York: Americ: 
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Parents and teachers must understand fully the need for 
concrete training and for always giving training in its simplest 
elements. Consideration must be given all other characteristics 
of the retarded, such as short attention span and the lack of 
ability to make generalizations. Everyone must understand 
that the 10-year old who has obtained a test mental age equal 
to 5 years is NOT like the average 5-year-old child. He will 
show certain different ways of approaching and solving prob- 
lems. He will differ in many of his ideas and concepts [16]. 


In dealing with children classified as mentally retarded, 
teachers should always remember that most of them turn 
Out to be useful, law-abiding citizens. Don C. Charles fol- 
lowed a group of 127 individuals who had been classified as 
mentally deficient some thirty years previously. Of this num- 
ber, only nine were institutionalized, and twelve had been 
institutionalized; seven were unemployable. Eighty percent 
of the group were employed, and over half owned their own 
homes, Although, as a group, they tended to violate the law 
Somewhat more than most people, their offenses were, for 
the most part, minor in nature, consisting mostly of traffic 
Violations and drunkenness. The majority of their children 
Proceeded through school without retardation and achieved 
at least a grade school education before leaving. Charles’ 
8eneral conclusions are that his subjects fared better, as a 
Stroup, than early predictions might have led one to expect, 
Although he was unable to find any actual improvement of 
intelligence, he suggests that 

psychologists, educators, and parents may gain encouragement 

in the knowledge that many children whose test scores and 

academic performance suggest mental deficiency develop into 

self-sufficient and desirable citizens as adults [17]. 


However, regardless of whether children with low 1Q’s 
are really deficient in “effective intelligence” or will be suc- 
cessful as adults, the fact remains that most of them have 
Some difficulty in keeping pace with other children in the 
class. Some schools attempt to deal with this problem by 
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“homogeneous grouping”—setting up classes on the basis of 
children’s intelligence test scores. For example, a school 
might have enough students for three fourth-grade classes. 
‘All students with IQ’s of 90 and below might be put into the 
“Z” section, the “Y” section might consist of students with 
1Q’s between 90 and 110, and students with IQ’s over 110 
might be placed in the “X” section. Many teachers like this 
system because it seems more “efficient”—that is, the teacher 
does not have to arrange or supervise work for children of 
so many different levels of ability. However, other teachers 
point out that children become aware of the basis for the 
groupings, with the result that those in the “Z” section be- 
come more discouraged. The Fact-Finding Committee 0 


the Midcentury White House Conference on Children and 
Youth reported as follows: 


Homogeneous grouping, originally designed to protect chil- 
dren from unfair competition, has created at least as many 
problems as it has solved, largely by giving rise to a kind of in- 
vidious distinction. The sense of discouragement, failure, and 
unworthiness which so frequently befalls children who find 
themselves in groups designated “opportunity,” who are coun- 
seled to take vocational rather than academic courses, or WPO 
discover that they are in the “slow” reading group in the first 
grade has been well established [18]. 


Homogeneous grouping also helps to break down friend- 
liness and cohesiveness among classroom groups. Elva 
Kinney found, in a sociometrie study of fifth grades, that 
there were significantly more children who were psycholog- 
cally isolated from their group in classes where ability grouP” 
ing was employed [19]. 

Other criticisms of homogeneous grouping are that the 
ungrouped class is more realistic and lifelike; the ungroup® 
classes enable slower children to learn from brighter ones; 
that there are other variables which are just as important ag 
IQ—for example, social, physical, and emotional maturity— 
and that teachers do not like to work with slower groups: 
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Some schools make special provision for children whose 
1Q’s are so low (70 or below) that they cannot benefit from 
regular class instruction by setting up special ungraded 
classes of limited enrollment for them. Some of these classes 
are indeed “opportunity classes” in the very best sense, but 
some teachers, because of the lack of training in or under- 
standing of the problems of these children, attempt to teach 
the same curriculum that is taught other children, except 
that they teach it more slowly and with more repetition. In 
the best of the classes for the mentally retarded the cur- 
ricula are completely reworked with the idea of providing 
experiences that are meaningful and useful for children who 
are handicapped in this way. 


CHILDREN WITH HIGH IQ S 


The problem of the child with the high IQ receives even less 
consideration than that of the child with the low IQ, for he 
is usually left to shift for himself. The everyday tasks of 
school are too easy for him—they do not constitute any real 
challenge. Often his level of academic achievement is two 
or three or more years ahead of his grade; hence much of 
what he has to do in school is “busy work” for him. Some 
bright children become bored with the unstimulating tasks 
that are assigned them with the result that they become dis- 
Tuptive or spend their time in daydreaming. Others may 
actually have poor academic records because they do not 
bother to work at their assignments. One solution is to ad- 
vance the child with the high IQ a grade or so ahead, but 
this takes him away from children of his level of emotional, 
Social, and physical maturity, and this separation, in turn, 
May serve to isolate him even from the other children. An- 
other problem the bright child poses is that he is often likely 
to argue with the teacher or criticize him in class or raise 
questions which are beyond the comprehension of the rest 
of the group. 

Many children with high 1Q’s do nothing in class which 
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distinguishes them from other children. It is = — or 
are given intelligence tests that they reveal ee = er 
ties. Unless they are stimulated into using their supi 
abilities, they may remain in step with the rest of the geth 
content only to maintain passing grades. Like the nara x 
dren with high IQ's, they can be helped and “salvage a 
being given special assignments or special problems arp 
give them opportunities to develop their talents nat : 
will make school work more interesting and stimulating 
[20, 21, 22, 23, 24]. 


— 


In this chapter we have reviewed some of the deficiencies 
of the conventional school situation. These shortcomings are 
more typical of some schools than they are of others. ace 
conditions which have a Warping effect on the mental health 


of children are peculiar to certain localities or to certain 
schools. What we h 


of the forces, condi 
found in all or mo 
make his or her own list of deficiencies 
that there may be miti 
help to bring the ed 
mental health is co 
the weight appears 

When we examin 
ber that there are good as well as þ 


ad features, For example, 
We are naturally concerned about t 


4 . ” jn 
he high rate of divorce a 
. j h 
Is a rough measure of t 


emember that most marriages 
main intact. Thus, while we at- 
t reducing the number of broken 
to facilitate or develop the con- 
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ditions that help to integrate the family life of those which 
remain intact. Similarly, in education we should not only be 
concerned about eliminating or alleviating disintegrative 
forces and conditions, but we should also study the integra- 
tive factors so that we may strengthen and improve them as 
well. 
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INTEGRATIVE INFLUENCES 


IN EDUCATION 


IN THE preceding chapter we discussed some of the mew 
tions and forces which have a disintegrative effect on th 
welfare of children in the school. If there were nothing to 
counteract these forces, the school would be a very bad ee 
for children, indeed. However, the advantages of silica 
generally outweigh the disadvantages, It is our purpose rs 
this chapter to discuss the nature of those advantages whic 
weigh most heavily in favor of mental health. 


THE SCHOOLS AND CHILD WELFARE 


AS THEY exist today, schools are the visible expression 
of our concern for the welfare of children. Although we havé 
reason at times to complain about the attitudes of adults tO 
ward children—in fact, we have been quite critical in this 
text—we should be aware that even the most authoritarian” 
aspects of the lay public’s attitudes and opinions regarding 
children are quite enlightened as compared to what they 
were in past centuries. Bossard points out that during ba 
Middle Ages and the centuries which immediately followe@ 
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the prevailing attitude toward children was marked by 
harshness and physical cruelty. For example, during the 
eighteenth century children were hanged in England for 
theft and even for less serious offenses. Child labor was re- 
garded very favorably during the nineteenth century both in 
England and America. During these years, children gen- 
erally were regarded as nuisances, and childhood was looked 
upon as an uncomfortable, awkward period which should be 
gotten over with as quickly as possible. Although some 
vestiges of this attitude remain today, there has been a 
marked change in the status of children during the last two 
hundred years [1]. 
Bossard describes this change as follows: 

. ... The essence of the change is the child’s shift from a 
subordinate and incidental position in a family group domi- 
nated by an autocratic parent to one of acceptance as an equal 
with his own personality, needs, and problems of development. 
More tersely stated, it is a change from a position of subordina- 
tion to one of equality, both in the family and in the larger 
Social group. . . . The fact of the matter is that for centuries 
the child was dominated by his elders to be exploited in their 
interests. He had no rights, except as they fitted into the in- 
terests of his elders or his kinship group. . - - 

Today the child is recognized as a human personality in a 
peculiarly vital stage of development. He is a co-equal in the 
emerging democracy of the family. The guarding of this per- 
sonlity is the child’s precious right, and the dangers which 
threaten it are recognized social problems; the development of 
this personality is his most precious opportunity, and the fur- 
therance and guidance of that development are the concern of 
his elders [2]. 

DEMOCRATIC IDEALS AND AUTHORITARIAN 

PRACTICES 

As Tue child has gained more status, and as adults come 

to recognize and accept responsibilities for furthering and 
guiding the development of the child’s personality, the em- 
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phasis in the schools has shifted from one of preparation for 
adult life, supported by harsh and rigid discipline, to one of 
concern for the more immediate needs of children, accom- 
panied by a doctrine of increasing permissiveness. Thus the 
school has become the main agency for implementing a point 
of view which is more enlightened and more humanitarian 
than that of previous centuries or even previous decades. 
However, the democracy of our ideals has advanced far be- 
yond the autocracy of our methods, Hence, there is a large 
gap between our concepts and our everyday practice. The 
schools also reflect this discrepancy, for the organization 
and methods of the school, as we have noted in the last chap- 
ter, are largely autocratic, even though our philosophy is be- 
coming increasingly democratic and permissive. Neverthe- 


cratic, we are deeply concerned whenever we come upon 
conditions in our schools which are contrary to the best in- 
always know what we 
ought to do in the way of reform, but we are made anxious 
enough by these discoveries to want to do something about 
ven if we do not elimi- 
nditions beyond our im- 
made sensitive and self- 


er 5 e goal of being concerned 
primarily with the welfare of children (as nie to the 


previous emphasis upon the convenience of adults). Thus 
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the school is a healthier place for children than it used to be, 
and the evidence indicates that it will become even healthier. 


HELPING CHILDREN TO BECOME 
MORE MATURE 


SATISFYING THE NEED TO LEARN 


One of the more specific contributions which the modern 
school makes toward the mental health of children is the 
opportunity it provides for satisfying their normal curiosity, 
their natural desire to learn more about themselves and their 
environment. As we have said earlier, learning is a natural 
expression of growth toward emotional, social, and intellec- 
tual maturity, and the school performs its most valuable 
function by helping children meet this need. The school has 
probably always done this to a certain degree, to the extent 
that it stimulated the imagination and intellectual powers of 
a few students. However, the modern school is in a better 
position to meet this need because it encourages greater free- 
dom of the intellect, because its curriculum includes a deeper 
and broader portion of human experience, and because it 
provides a richer variety of activities. 


MEETING THE NEED TO PARTICIPATE 


WITH OTHERS 
One of these activities or experience: 
develop relationships with others outside the family sphere. 
The child at home is almost never on an equal basis with 
his brothers and sisters because of differences in ages, pa- 
rental expectations, and family preferences for certain chil- 
dren over others. At school the child consorts with children 
who are more or less his physical and intellectual equals. 
Classrooms and playgrounds provide new opportunities to 
develop status independently from that of the home. A child 
may have inferior status at home because he is the middle 
child, or the youngest, or perhaps because his parents are 


s is the opportunity to 
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disappointed in him. At school he has a chance to win cee 
and acceptance on his own merits. If he succeeds in ¢ FS 
this, the school is providing an atmosphere for him whic : it 
in many respects, healthier than that of his home. Anot 
child may have extremely high status at home. He may i 
the favorite child or the only child. At school he is on a pat 
with others. School may be less pleasant for him because of 
his proportionately reduced status, but even this is n 
tionally healthy, since it introduces him to the realities 0 
a world in which the value of an individual is measured by 
his accomplishments and by the kinds of relationships he is 
able to develop with others, rather than by his being @ 
favorite son or daughter. Though not unusual, these are 
special cases; the chief value of a social nature that the 
school has for children lies in the opportunities it provides 
for children to learn how to cooperate, cope, and even com- 
pete with a variety of adults and children. This is an experi- 
ence which would be denied them to a great degree if they 
remained within the family circle or were put out to work, 
as was the practice in bygone days. 
LEARNING SOCIAL NORMS AND CUSTOMS 
By participating in a social situation removed from that of 
his family, the child is enabled to have a dual experience M 
learning how to deal with the problems of life. At school he 
learns the ways that society has developed for dealing with 
such problems, ways that may be different from those of his 
family. For example, his family may belong to a religious 
group which insists on the strict observance of the Sabbath. 
If he were to live in close contact with only his family and 
friends, he might develop the idea that this form of behavior 
was the only standard by which people live, that the be- 
havior of all people was, in effect, the observance of or devia- 
tion from this standard. By coming in contact at school with 
children of other modes of belief, he is in a position to dis- 
cover that the essential worth of the individual has nothing 
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to do with the form of his religion. By playing, working, and 
becoming friendly with children of various religious sects, 
he will discover something about the variety of beliefs which 
go to make up a democratic community. The normal effect 
of such experience is for children to develop a more liberal 
attitude toward the observance of the Sabbath for them- 
selves, one which is closer to the “norm” of the community, 
or to maintain an attitude similar to that of their family, but 
also to be tolerant of other modes of belief. Unfortunately, 
some children, usually those who are more insecure, main- 
tain their own beliefs and at the same time develop a deep 
prejudice against children of different beliefs. Such casual- 
ties are part of the price we pay for religious freedom and 
for the maintenance of free schools in a rapidly changing 
society; yet the advantages of such freedom outweigh the 
disadvantages for most children. 

Another example of such learning may also be seen in the 
case of the children of immigrant parents who have certain 
attitudes towards social institutions that they have brought 
with them from their native land. For instance, the prevail- 
ing attitude in their homeland might be that of having as 
little to do as possible with the government, and especially 
with the police. If it were not for the possibility of learning 
at school what the functions of the government are, children 
from these families might develop and persist in attitudes 
similar to those of their parents. However, from their formal 
and informal contacts with adults and children at school, 
they learn about ways of dealing with certain kinds of prob- 
lems by using the services provided for everyone by the 
government. More often, what children learn is a different 
attitude toward government—an attitude which expects gov- 
ernment to be the servant of the citizen rather than vice 
versa. 

A specific case is that of Anthony's father, who received a 

Notice in the mail from the traffic court stating that inasmuch 

as he had ignored a parking tag some three months before, he 
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was directed to appear in court or to forfeit twenty-five dollars 
bail. The license number listed on the notice was that of an 
automobile which the family had sold six months previously; 
hence, it was the new owner who had parked the car illegally 
and who had ignored the ticket. Anthony's father was very 
much upset at receiving the notice. He would have willingly 
paid the twenty-five dollar penalty, because he remembered 
that the police in his native land were arbitrary, corrupt, with 
no concern for the rights of the individual. It was easier to 
pay what they asked, because if you crossed them or became 
involved with them in any way, your life was made miserable. 
But Anthony felt differently. He knew that in a democracy the 
rights of the individual were what counted; if an arm of the 
government made a mistake, the individual who was inno- 
cently involved could not be held accountable. This was what 
he had learned in school. It was nothing he had read in a book 
or had heard from the lips of a teacher, but it was part of a 
general attitude about the individual and the government 
which he had learned indirectly, through years of association 
with teachers and fellow students. Against his father’s protests, 
he wrote a letter to the traffic court, explaining the situation. 
A few days later, they received a reply from the court, accept- 
ing the explanation and apologizing for any inconvenience 
which may have been caused. 


Participating in group experiences with other children 
also helps to “socialize” the child. He learns to share, pla? 
cooperatively, lead and follow, and to participate in group 
decision making. And the more Opportunity his school pro- 
vides for experiences of this sort under competent guidance; 
the better he will learn these social skills. 

He also learns to cope with some difficult problems. Not 
only will some of the values and standards he learned at 
home come into conflict with the norms of his peer group: 
but there is also likely to be differences among the several 
peer groups with whom he associates, not to mention the 
disparities between the standards of the student world and 
the world of teachers and other adults, Learning to socialize 
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means, in part, being able to maintain a satisfactory balance 
between being an individual and being a member of the 
family group, the peer group, and the larger group that is 
the school. 


LEARNING TO BE SELF-DIRECTIVE 


We said earlier that the school afforded the child an op- 
portunity to have a dual experience in learning to deal with 
the problems of life. The first type of experience was learning 
to use and adjust to the patterns of society. The second type 
of experience is learning to think for oneself, to take responsi- 
bility for one’s own actions, to become self-directive. Al- 
though there is much progress to be made by the schools in 
this regard, the very fact that the school presents the child 
with a new experience which he must meet largely on his 
own means that he must develop some resources for inde- 
pendence and self-reliance. And although the school tends to 
provide ready-made solutions for many if not most of the 
Problems it presents to children, there are still situations, 


Particularly in the informal aspects of the curriculum, that 
give children opportunities to work out solutions for them- 
more opportunities to 


selves. Some schools give children 

work out solutions than others; some teachers do more with 
this than others. Most teachers are aware of the need to help 
children to become self-reliant and self-directive, yet are not 
Sure exactly how to go about it. This is an area of learning 
which demands much sensitivity from the teacher because 
children have to be ready to take the initiative and to do 
their own decision making. If the teacher's attempts to put 
children “on their own” are poorly timed, they are likely to 
backfire, and the class is made apathetic, rebellious, or re- 
Sentful by the seeming abdication of decision making on the 
part of the teacher. Nevertheless, the modern school has 
made some progress in this regard; teachers are more con- 
cerned about helping children become self-reliant than they 
used to be, and the atmosphere is friendlier to the develop- 
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ment of independent thinking than it was, say, fifty years 
ago. 


PROVIDING EMOTIONAL SECURITY 


In our last chapter we discussed some of the dangers in- 
herent in our tendency to overemphasize conformity in the 
schools. We also said or implied that conformity was a use- 
ful and valuable part of the school program, provided it was 
not overstressed. 

The fact that schools maintain standards of behavior and 
develop certain routines and rituals as a way of “structuring 
the school day means that the daily experience of students 
will have a certain quality of stability and predictability. 
When a child goes to school on a given morning, he knows, 
within certain limits, what will happen during the day. The 
certainty that reading will follow science, that social studies 
will follow reading, and that the first recess will come at 
10:30 makes some of the unknown and unexpected events 
of the day easier to bear. A little of the unknown and unex- 
pected helps to arouse interest and anticipation—normal 
anxiety, if you like—but an absence of structure and pre- 
dictability and a lack of familiar elements mobilizes neurotic 
anxiety with all its accompanying difficulties. A child who 
knows pretty well what will happen next and what is ex- 
pected of him is able to attain a measure of emotional se- 
curity that would be difficult to maintain in an “unstruc- 


tured” situation. Ruth Cunningham states these principles 
very concisely: 

Routine has a very important pl 
vice. It is much easier to feel at hi 
of the casual aspects of daily living have become routinized 
and are thus predictable. No one feels at home in an entirely 
strange and unpredictable situation. One of the early tasks in 


any group is to establish purposeful routines which can pre 
vide a partial basis for group security [3]. 


ace as a security-giving de- 
ome in a group where many 
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Routine should not, however, dominate the scene to the 
point where emotional and social growth, problem solving, 
and real learning are subordinated to it. Perhaps a good rule 
of thumb to use is that when the leader or the group are 
continually preoccupied with routines and the conformity to 
behavioral standards, little real learning is taking place be- 
cause the situation or the emotional atmosphere is not con- 
ducive to mental health and growth toward maturity. 

For many children, going to school is the most stable and 
most predictable thing that happens in their lives because 
life away from school is rendered precarious, as a result of 
family problems, economic difficulties, or the instability of 


life in deprived surroundings. 
Evidence for the contribution that the school makes in the 


Way of stability and security is provided by W. W. Watten- 
berg, who analyzed nation-wide juvenile delinquency rates 
on a month-by-month basis throughout the year. He found 
that there was a tendency for delinquency rates to rise dur- 
ing the summer when school is not in session. His data indi- 
cate that although schools may aggravate the tendencies of 
a few children to get into trouble, it serves as a deterrent or 
Preventive function for a greater number during the months 
it is in session. He concludes his study with this significant 
statement: 
Without the stabilizing influence of school routines, some 
children appear to find that leisure, unorganized and undi- 
rected, is a frustrating experience [4]. 


THE CURRICULUM AND THE EXTRA- 
CURRICULUM ` 
STUDENT GOVERNMENT 
There are a number of ways in which schools help children 
to think for themselves. One of the most important of these 


* Some authorities prefer the term “cocurriculum” to “extracurriculum, be- 
cause the former term indicates the close identity of these activities to the 


aims and goals of the school. 
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is student government. At its best, student government can 
be a way of enabling children (particularly at the secondary 
school level) to participate in the operation of their school, 
to help make policy, and to help enforce rules of their own 
making. At its best, student government can build morale 
and cohesiveness, can give students a sense of identity with 
the school, and can make the school psychologically attrac- 
tive. All of these factors are important both from the stand- 
point of good mental health and the learning of subject mat- 
ter. For instance, students can accept the assignment of 
studies in a course which normally might seem senseless to 
them (like Latin or mathematics or any other course which 
does not fit in directly to their interests as they perceive 
them), if they feel that the school really has their best in- 
terests at heart, if they feel that the administration of the 
school thinks that their opinion counts for something, and if 
they feel that the adults in charge are not trying to keep 
them out of something which really concerns them. 
However, student government, like all good educational 
techniques, can be subject to abuse. Some administrators 
use the student government principally as a “kangaroo court 
—that is, they turn over to the student courts all students 
who break the rules—because they have discovered that the 
punishment meted out by student courts is more severe than 
the penalties exacted by adults. Having student courts han- 
dle certain types of discipli 
i is that the administrators in ques- 
y of their power or policy-making 
re concerned, the rest of the struc- 


ignores the council’s s 
what he originally pla 
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matter of student government over to a few faculty advisers 
and proceed to wash their hands of the whole business. And 
some student governments are entirely dominated by faculty 
advisers. Chase Dane, a student-council sponsor himself, 
Says on this subject: 


.... The sponsor must be exceedingly careful that the 
student council does not become a teacher council. This is a 
very easy, and perhaps natural, error for teachers to fall into. 
A sponsor, especially during a meeting, must keep in the back- 
ground as much as possible. He should seldom impose himself 
or his opinions on the council. This is sometimes extremely 
difficult for a teacher to do; he is so used to commanding his 
class that he finds it not unnatural not to command the council 
also. But as soon as the sponsor takes over the council and 
runs it, he deprives the students of the very experience they 
SO sorely need. It is often tempting for a sponsor, when, for 
example, the order of a meeting becomes lax, to assume com- 
mand and correct the situation himself. But when he does this, 
he prevents the president from learning how to solve the prob- 
lem himself. Learning by doing is probably even more im- 
portant in a student council than it is in the classroom. And a 
Sponsor must often allow students to work out their problems 
for themselves, even though such a method takes time and pre- 
vents the speedy execution of council business. A sponsor must 
bea guide and not a crutch to his council [5]. 


Many teachers and administrators are favorable to the 
idea of giving student governments responsibilities, but they 
are not sure that students can carry through the plans they 
undertake. The following example illustrates what can be 
done in a school where students are given responsibilities 
and receive proper guidance: 
oblem is intensified by the fact that 
f town, and by the fact that we do 
active eating areas,... The 
and turned over to the senior 


Our campus clean-up pr 
Cur campus is in the heart 0 
not have either adequate or attr 


problem was discussed in council 
class to tackle. Their method was to clean up the campus 
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themselves after each lunch period. Whole groups bee 
swoop over the campus and pick up papers. The campus se 
spotless, but of course the seniors soon felt they were met 
doing the work of custodians. The next year... a group 
out to study plans of other schools. Finally, they evolved a p an 
whereby each student was to clean up his own lunch debris 
or suffer the consequences. The consequences were that if a 
committee found the campus dirty, the entire student body 
had to stay after school for as many minutes as it took the 
custodians to clean up. This plan was first presented to the 
principal by a group of students and, although he was very 
dubious about its success, he agreed to a trial, provided a 
two-thirds majority of the entire student body passed it. Much 
to his amazement two-thirds did pass it, and the plan went 
into effect... . 

In the last eight weeks of school, the pupils stayed in about 
five times. Many of the teachers did not like this type of plan 
and there were lots of complaints from students, especially 
those who went to work at 3 o'clock. However, the campus 
was cleaner than it had been for years . . . and all had to 


admit that the pupils had accomplished what administrators 
and teachers had not been able to do [6]. 


WILLINGNESS TO EXPERIMENT WITH 

THE CURRICULUM 
Another factor that has helped to make the atmosphere of 
the school more conducive to mental health has been the 


willingness of some administrators and teachers to try ex- 
perimental educational programs that in 


radical departures from traditional curricula, 

One such experimental program was that sponsored by 
the Progressive Education Association and commonly know? 
as the Eight-Year Study. This was a large-scale research 
project devoted to studying students in thirty “progressive 
high schools and their graduates who went to college. In 
college the graduates from these high schools were matched 
and compared with graduates from conventional and tradi- 
tional high schools who were equivalent in every important 


some cases are 
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respect. The graduates of progressive schools did slightly 
better in academic studies than the graduates of traditional 
schools in almost every instance. Their record in the non- 
academic areas of college life was even more outstand- 
ing [7]. 

Although the Eight-Year Study demonstrates that a re- 
organization of the traditional high school curricula is de- 
sirable from the standpoint of both academic and social 
competency, it has not brought about any marked revolu- 
tion in secondary education. It may be years or even decades 
before the results of this study have an effect on high school 
curricula. However, the point here is that a group of edu- 
cators was interested enough in improving the quality and 
effectiveness of educational experiences for children to re- 
vise the curriculum and to undertake this study. Even though 
a fraction of one percent of educators are willing and able 
to undertake experimental programs of this sort, the stimu- 
lation that results from their research findings may eventually 
change the educational pattern for the entire world. 


HUMAN RELATIONS IN THE CLASSROOM 


am which has attracted wide- 
ponsored by the Delaware 
e under the direction of 


Another experimental progr 
Spread attention is the project s 
State Society for Mental Hygien 
H. Edmund Bullis and Emily E. O'Malley [8]. Bullis and 
O'Malley have developed a curriculum entitled “Human Re- 
lations in the Classroom” for the seventh and eighth grades 
which reaches 200,000 children annually in the state of Dela- 
Ware, as well as in Nassau County and Brooklyn, New York. 
The aims of this course, according to Bullis, are as follows: 


I have been convinced for many years that it is possible for 


most young people to build up a robustness of personality so 
that in their later lives—when emotional crises come up—they 
can face up to them without breaking down mentally. The 


purpose of these human relations classes is to help our boys 
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and girls to become more robust from an emotional and per- 
sonality standpoint [9]. 


The course is, then, a direct attempt to teach principles of 
mental health at the grade school level. Although it repre- 
sents a willingness to break with the traditional curriculum 
and an attempt to improve the quality of educational experi- 
ence made available to children, a committee of psychiatrists 
that evaluated the approach raised a number of questions 
regarding certain aspects. For example, they pointed out that 
the authors and sponsors provide little training for the 
teacher, that the training courses which do exist are so brief 
that “the individual biases of the teachers may continue and 
thus invalidate the material in many instances,” and that 
much of the course “attempts to convey the ideas that con- 
trol and conformity to the existing mores leads to happiness. 
The committee wondered also whether it was desirable to 
moralize in a course of this sort and whether some children 


would be made overly anxious by the material dis- 
cussed [10]. 


USING THE “CAUSAL APPROACH”? 

TO HUMAN BEHAVIOR 
Another experimental progr: 
of teachers and children is t 
and supervised by R. H. Oj 
Iowa.’ Ojemann is concern 
and instruction in the sch 
of human behavior rather 


am involving a sizable number 
he Ojemann Project, conducte 

emann of the State University 0 
ed about the fact that curriculum 
ools deal with the surface aspects 
than the causes which underlie it. 
He believes that by teaching the student the causal factors 


in human behavior—the emotional processes and motiva- 
tions within himself and others—we can develop adults who 
are emotionally mature. He has therefore developed cut- 
ricular materials to be used in grades four through twelve in 
connection with courses involving human relations: litera- 


? See discussion of Ojemann’s approach in Chapter 1, 
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ture, civics, history, and social problems. The committee of 
psychiatrists which reviewed the Bullis and O'Malley proj- 
ect also examined Ojemann’s work. They felt that the mate- 
rial was effective and noted that both students and teachers 
found the material interesting. In the committee’s opinion, 
the curricular material devised by Ojemann was more suited 
than that of Bullis and O’Malley to conventional pedagogical 
methods; hence special training of teachers did not appear 
to be necessary. They also felt that there was less likelihood 
of Ojemann’s material arousing the anxieties of children, thus 
forcing teachers into the role of professional psychothera- 
pists [11]. 

Further evidence of the efficacy of the causal approach is 
provided by the research of Frances S. Stiles, who found 
that the use of Ojemann’s materials and methods produced 
decided improvement in the ability of fourth, fifth, and sixth 
graders to make decisions based on an understanding of 
causal factors involved in certain social situations [12]. 

Still another study that shows what can be done to im- 
prove the mental health of a classroom through developing 
a more permissive atmosphere and using techniques de- 
Signed to encourage self-understanding is one conducted by 
Sheldon Rosenthal. Rosenthal used sociodrama combined 
With some ideas from Bullis and O'Malley [8]. Over a two 
months’ experimental period the amount of hostility and re- 
jection was reduced in a class of children coming from a 
slum area in New York's Harlem, scores made on a per- 
Sonality questionnaire were improved, and there were posi- 
tive changes in the amount and distribution of friend- 


Ship [1g]. 
SCHOOL CAMPS 


These programs are doing pi 
Ods and materials in the fiel 
Successful, their findings may eve 
into standard educational practice, 


oneer work by trying out meth- 
d of mental health. If they are 
ntually be incorporated 
with the result that all 
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children will benefit. There are, however, programs which 
are less directly concerned with the subject of mental nel 
but which also bear promise. One of these is the ae 
camping program which has been adopted in a few loca i- 
ties. School camps provide children with opportunities to 
learn in a laboratory situation, to develop new skills in group 
living, and to participate in an experience which helps i 
heighten interest in the educational program of the schoo . 
The school camp also helps to meet the needs of children 
who are too much “cooped up” in cities. Much petty juvenile 
delinquency is the result of children not having adequate 
play space—space to run, jump, shout, and wrestle. While 
the school camp is not a cure-all in this respect, it does help 
to alleviate some of the pressure, 

An outstanding and successful example of a school camp- 
ing program is that of the San Diego City and County 
Schools in California, where thousands of elementary and 
secondary pupils have participated actively in various kinds 
of camping programs [14]. 

The foregoing glimpses of “things to come” are admittedly 
only a patchwork discussion of curriculum reform in this 


country, but they nevertheless indicate how educators 


a z ing 
various parts of the country are working and experimenting 
in order to develop progr: 


ams which will eventually make 
schools healthier for children—and for teachers as well. I 
education follows the pattern of development which has 
typified its progress, changes in the desired direction wil 
come slowly, perhaps imperceptibly. But twenty or thirty 
years hence, as we look back, we shall then be aware of the 
amount of progress which has taken place. 
THE ACTIV 


One of the ady 
is the develop 


ITY CURRICULUM 


ances education has made in recent decades 
ment of courses outside the traditional college- 
preparatory sequence. Because these courses are less “inte” 


lectual”—that is, less verbal, less formal, and less concerne 
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with the acquisition of information—there is a tendency to 
assign them a lower status. The usual basis for such an evalu- 
ation is that such courses do not constitute adequate prepa- 
ration for college. The unwillingness of some colleges to 
accept such courses is apparently based on tradition and 
custom rather than on sound experimental evidence because 
research so far has failed to demonstrate any recognizable 
relationship between the pattern of courses taken in high 
school and success in college. However, more and more 
colleges are coming to evaluate high school records in terms 
of the general level of ability that they indicate for each stu- 
dent, rather than in terms of the extent to which they adhere 
to a rigid pattern of required courses. As colleges become 
more liberal in this respect, public schools will feel freer to 
develop courses that are more attuned to meet the needs of 
students rather than the specifications of institutions of 
higher learning. 

There is an impressive list of courses in this transitional 
Stage of respectibility: home economics, band and orchestra, 
industrial arts, animal husbandry, printing, radio, speech, 
physical education, arts and crafts, and dramatics. Many of 
these courses have an emotional appeal to students because 
they involve such a wide variety of skills and experiences 


Over and beyond those required for the highly verbal, tradi- 
tional curriculum. This is not to say that students do not 
need development of verbal skills. The difficulty seems to be 


that the traditional curriculum concentrates on the latter to 
the exclusion of other kinds of skills and experiences. What 
happens is that students get saturated with verbal material 
while other needs are frustrated or ignored. This makes it 
Particularly difficult for those students whose best abilities 


ie in fields other than verbal. ; : 
These are more or less negative reasons for including ac- 


tivity-type courses in student’s programs. But the chief 
value of these courses lies in the opportunity they pro- 
vide for creativity. Intellectual pursuits can be creative, 
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too, and students need to learn this as well, but they 
also need the reassurance that comes with completing a dress 
or a bookcase, singing a round in close harmony, presenting 
a play, or breaking one’s own record at the shot-put. These 
are tangible evidences of adequacy in areas of endeavor that 
are as much a part of life as foreign languages, biology, and 
English. 

Because many of the activity courses are related to or are 
extensions of the everyday experience of children, they are 
likely to develop more interest and motivation. Some of the 
courses, like music, drama, and athletics, provide opportuni- 
ties for students to work together in close cooperation and 
to develop a spirit of group unity and teamwork that is dif- 
ficult to achieve in other classes. It seems likely that schools 
which provide a rich and varied curriculum not only do 2 
better job of meeting student needs and promoting growth 
in emotional and social maturity but also are able to hold 
students longer than more traditional schools, thus reducing 
the drop-out rate that plagues so many secondary schools. 

Another type of course that helps to retain students in 
school longer and is related to their needs and interests is the 
work-experience program. Under one form of this program, 
a student’s day or term is divided into equal periods of school 
study and of on-the-job training under supervision away 
from school. Another type of work-experience program Pp!" 
vides work at the school, such as student library assistance 
clerical or janitorial work, or operation of motion picture 
projectors. In some schools students are paid; in others they 
are not [15]. i 

One of the advantages of the work-experience program is 
e it helps students explore various fields of work pre 
Se te to making decisions about the choice of an occup® 
i gives students practical experience under supe!¥ 
sion, experience that will stand them in good stead when it 
comes time to seek full-time employment. When wor% 
experience programs operate at their best potential, they 
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provide educational experiences that supplement and enrich 
classroom learning. When they are not well supervised or 
are poorly conceived and coordinated, they are merely a 
way of permitting students to enter the labor market while 
nominally still attending school. 


EXTRACURRICULAR ACTIVITIES 


During the last decade or two teachers have come to recog- 
n be gained, educationally 


nize that there is much that ca 

speaking, from a well-organized extracurricular program. 
The awareness of the importance of this part of the school 
Program is reflected in the term “eocurricular,” that some 
educators prefer instead of the more traditional “extracur- 
ticular,” Students are well aware of the benefits to be ob- 
tained from the extracurriculum. When J. Lloyd Trump 
asked 3,525 secondary students what personal gains they ob- 
tained from these activities, the following results received 
the highest rating: developed new friendships, made school 
More interesting, helped one to learn to win and lose in a 
Sportsmanlike manner, promoted greater loyalty to the 
School, gave one something worth while to do in leisure 
time, developed more friendly relations with teachers, de- 
veloped a willingness to accept criticism, and received in- 
formation not available in a regular course [16]. Earl Gra- 
ham Pogue asked 6,817 high school students to rate the fol- 
Owing activities in terms of personal satisfaction: school 
Subjects, extraclass activities, home activities, activities cen- 
tering around service agencies (the church, the YMCA, and 
the like), activities centering around commercial agencies 


(movies, soda fountains, skating rinks, and so forth), and 
hen data from all thir- 


unplanned peer-group activities. W. as! 
teen schools surveyed were combined, extraclass activities 
ranked second, just below activities centering around com- 


Mercia] agencies; in five schools, extraclass activities ranked 
; 


rst [17]. & 
Extracurricular activities afford outstanding opportunities 
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for students to learn social skills and to meet basic needs for 
status, acceptance, creativity, and self-expression. In many 
schools they supplement the more formalized courses of the 
traditional curriculum by providing students with ways and 
means to develop the skills of cooperation, self-reliance, 
planning in groups, and developing friendly relations with 
others. Children readily recognize the improvement in social 
skills that results from participation in extraclass activities. 
Ruth Fedder asked several groups of adolescents to discuss 
what they had gained from their experiences. On the basis of 
her analysis of their discussion, she concluded: 


There seems to be a growing ability among these boys and 
girls to understand themselves and to face their limitations 
without feelings of guilt, because a knowledge of their limita- 
tions is being balanced by a sense of accomplishment and 4 
growing consciousness of their abilities. This fact makes possi 
ble the gradual development of what adolescents call “ability 
to take it”—a sincere welcoming of criticism and an ability to 
give it in a friendly fashion. There seems to be less necessity 
for reacting to unpleasant situations by being offended, de- 
veloping hostility, blaming someone else, or resorting to futile 
argument. These negative attitudes are gradually being 1°- 
placed with a reasoning technique for handling worries, a 
likes, deprivations, feelings of guilt, and prejudices. There 15 
some acceptance of the thwarting of one’s own desires without 
temper, resentment, or infantile expressions, 

Many individuals volunteered the statement that their group 
experience was freeing them from some of their tight ideas am 
preconceptions. One individual said, “In club, you sometimes 
have to work with people you thought you didn’t like. The? 
you find out that you do like them. Sometimes I think it was 
something the matter with me, not with the other perso” 
Another individual said, “I think you grow up better together 
because you get ideas from other boys and girls.” These peop Gi 
are beginning to recognize the fact that it is the way in whic? 
an individual is different that makes him or her valuable [18]: 
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It is clearly apparent that the students in these groups are 
having experiences that are promoting development in the 
direction of greater emotional and social maturity. 

Extracurricular experiences may also help the adjustment 
and development of individual students. The case of Joseph, 
as told by Fred McKinney, illustrates how this may occur: 


Joseph had no playmates until he first entered school at six 
years of age. His mother and father were quiet, serious hard- 
working people. The father was a lawyer, the mother had been 
a teacher. Both had a very good vocabulary and read widely. 
Joseph could read before he attended school. School was a 
very unpleasant experience for him. He cried for many weeks 
when he first attended. The other children recognized him as 
a tense, awkward boy, and often teased and physically mis- 
treated him. All through his prepubic years, Joseph stayed 
as far away from other children as he could. He only spoke 
when he was spoken to. He avoided their approaches, since 
most of the time other children were critical of him. He partici- 
pated in no activities, had very few playmates and no friends. 

Joseph went to a large city high school. At first, he was some- 
what uneasy about leaving home, but having entered this large 
school he soon saw possibilities of losing himself in the crowd 
and thereby not becoming the butt of jokes. Previous to his 
entrance into high school, his only pleasant moments had con- 
Sisted of lone reading sessions, times spent with his family, and 
quiet absorption of the teacher’s remarks in certain classes. He 
remembered his English classes very positively. When he had 
to write his first theme, his English teacher remarked to him in 
the class that it had been the best thing she had ever read from 
a student his age. This impressed him. He relived, over and 
Over again these complimentary moments in his daydreams. 
He felt somewhat at ease in high school, although he still did 
not feel free to approach other children on his own. One mat- 
ter that impressed him in high school was a school paper. He 
noted that practically all its content had been contributed by 
students. There were by-lines on some of the articles and stu- 
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dents names were listed. He read the issues of the paper com- 
pletely. . 
While wandering around the building one day, he noticed 
the office in which the writers for the paper congregated. He 
speculated as to how students became members of this staff. 
He could not muster enough courage to walk into the office 
himself and inquire. However, he contrived to pass this office 
every day, and to walk slowly beside it, looking carefully at 
each of the students he saw there. One day he noticed that one 
of the boys who belonged to the staff of the paper was a mem- 
ber of his classes. He wanted to become friendly with this boy 
but did not know how to bring it about. He lingered often as 
the class walked out the door. One day he noticed that this 
boy did not have a pencil and was looking around to borrow 
one. Quickly he offered him a pencil. When the boy returned 
the pencil, Joseph said what he had rehearsed for many a day: 
“I see,” he stumbled, “that you are on the school paper.” “Yes,” 
the boy replied, and to Joseph’s great surprise added: “Are you 
interested in writing?” Joseph flushed and became slightly in- 
coherent, but managed to make it very clear that he was very 
much interested. “Well, drop around sometime.” This upset 
Joseph. If his friend had said: “Come in Tuesday, at 12 
o'clock,” he could have complied. “Drop around sometime” 
was too vague. A week transpired. Finally Joseph got up 
enough courage to ask his new friend when he might come 
around. The boy said: “Meet me there today at noon.” At first, 
Joseph did odd jobs in the paper office. One day he built up 
enough nerve to submit one of the many stories that he had 
written and then stored away in his desk. It was accepted im- 
mediately and appeared with a by-line. 
In time, Joseph began to show traits that had never appeared 
before. He began to volunteer remarks in the student paper of- 
fice. This was unprecedented in Joseph’s behavior. After six 


pted as the most outstanding 
writer on the paper. He had many by-lines. He found that 


in school; many talked to him 
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who had not spoken to him before. It was very confusing and 
puzzling to him to have to assume this role, yet he enjoyed it 
greatly. He also found that he began talking to people on each 
side of him in class, something that he had not done before. He 
felt self-conscious about this, felt that he was awkward in so- 
cial contact. Sometimes he felt that he was too excited .. . 
and said things which he did not mean and that these were in- 
consistent with himself, as he knew himself. He would re-live 
these experiences with great embarrassment later. His entire 
view of himself slowly began to change. Whereas previously he 


would never have thought of admitting mistakes and short- 
round the office, he could allude 


ck of aggressiveness. Finally one 
himself with the sponsor of the 


comings, he found that, a 
obliquely to his shyness, his la 
day he had a long talk about 


paper when they were in the office together. 
The most striking aspect of the story of Joseph’s develop- 


ment in high school is the fact that many of the processes that 
occurred are what is usually found in connection with effective 
counseling and psychotherapy. He began to accept himself, 
began to assume a new role. He found a warm, accepting envi- 
ronment in which he could release tendencies and attitudes 


which had been bottled up previous to this time. He was able 
f himself, and talk about them 


to see the negative aspects © 

and air them, something that he previously had been unable 
to do. Then he began to grow as 2 person. This occurred be- 
cause of the warm, accepting environment, the release of previ- 
ously repressed tendencies, the view of himself in a new per- 
spective, and finally the use and integration of behavior which 
previously had been inhibited [19]. 


THE GROWTH IN GUIDANCE SERVICES 


i Mosr of this chapter has been concerned with the exist- 
mg conditions and potential changes in the school that affect 
the mental health of all children—children as a total group. 
We should also be aware that we are in the midst of a quiet 
revolution in the ways and methods we employ in dealing 


With the problems of individual students. In the last chapter, 
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we mentioned the unmet needs of children who have certain 
special problems. Although we must continue to plan and 
provide for these unmet needs, we should be aware that 
many schools have already developed facilities which have 
done much to individualize the relations of the school with 
the child. One of the most important phases of this develop- 
ment has been the growth in the number of trained school 
psychologists, counselors, and guidance workers. In schools 
where there is an effective guidance program, children do 
not feel so alone with their problems. They know that they 
have some place to go for help. To be sure, they have always 
been able to take their problems to their teachers, and prob- 
ably just as many children go to their teachers as ever be- 
fore, but there are many children who have difficulty in com- 
municating with a teacher. Perhaps it is that the teacher is 
too much like a parent; the teacher, as we have said, is an 
authority figure—he can punish and reward. The counselor 
is more of a neutral figure; one can talk things over with 
him and preserve one’s privacy. Often teachers simply do not 
have the time to see all the students who would like to see 
them; one of the big advantages of a well-organized guid- 
ance program is that there are people who have time to meet 
with children individually. We shall have more to say about 
how the counselor operates in the next chapter. We mention 
him here because he makes a large contribution to those edu- 
cational situations that are helping children to develop in 
ways that are healthy and emotionally mature. 


SPECIAL EDUCATION 


ScHoots in increasing numbers are making provisions 
for children with special problems—mentally retarded, hard 
of hearing, cerebral palsied, and so forth, Schools and classes 
for these children are expensive—they require special facili- 
ties and specially trained personnel. Community after com- 
munity is coming to realize that it must provide special edu- 
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THE SCHOOL AS A 
THERAPEUTIC 


ENVIRONMENT 


oe ee 


EDUCATION AND PSYCHOTHERAPY 
PSycHoLocists and educators occasionally become involved 
in debates as to whether there is any real or basic difference 

tween education and psychotherapy: Such discussions fre- 
quently end with one or both parties saying something like 
this: “Well, maybe it’s therapy O" maybe it isn't. It depends 
on how you define therapy.” 

If we define psychotherapy 28 2 process whereby one per- 
Son attempts to bring about changes in the personality and 
the emotional life of another person OY persons, education is 
Certainly an attempt to perform therapy- Under this defini- 


tion, almost anything that one does to a child is an attempt 
s an attempt to create a 


at thera: h A 
À py. If we define t erapy ae 
relationship whereby an individual (or individuals) will be- 
Come emotionally more mature; more in touch with reality, 
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and more effective in his relations with others, then educa- 
tion is still an attempt at therapy. If, however, we say that 
therapy is an attempt to alleviate emotional difficulties or 
problems of internal conflict, then it is more difficult to say 
whether education is a form of therapy. In other words, if we 
think of psychotherapy as a form of treatment, then it is clear 
that our usual conceptions of education do not include psy- 
chotherapy. On the other hand, psychotherapy is itself actu- 
ally a form of re-education or relearning, as J. Dollard and 
N. E. Miller [1], and E. J. Shoben, Jr., [2], have indicated. 

As the terms education and psychotherapy are commonly 
employed, education usually refers to changes that are pri- 
marily intellectual, while psychotherapy refers to attempts 
to bring about changes that are primarily emotional. Yet, as 
we have pointed out elsewhere in this text, it is difficult or 
impossible in actual practice to distinguish between emo- 
tional and intellectual factors. There is much that we do in 
education which is therapeutic, and much that is done in 
psychotherapy that is educational. 

Dorothy W. Baruch states that education is therapeutic: 
(1) when teachers recognize that the thwarting and frustrat- 
ing experiences of childhood create tensions, fears, and ag- 
gressive feelings that demand an outlet; (2) when teachers 
provide nonharmful channels for the expression of these 
emotions; and (3) when teachers recognize children’s need 
for affection, attention, and personal friendly contact [3]. 

Perhaps, for the purpose of this discussion, we can char- 
acterize as therapeutic any attempts to deal constructively 
with the emotional aspect of life. The more that 
process is concerned with emotional adjustment, the more it 
takes on the nature of therapy, or the greater and deeper 
the emotional disturbance of the client or child, the greater 
the need for therapeutic handling. If we can accept these 
criteria, then we can examine various phases of education in 
terms of the amount and kind of therapeutic activity. 


a given 


DIFFERING LEVELS OF THERAPY 443 


DIFFERING LEVELS OF THERAPY 


A USEFUL approach to this problem is that formulated 
by Charlotte Buhler in analyzing problem behavior. There 
are the “trivial, everyday disturbances” that teachers cannot 
study in detail and that must be dealt with on the spot. 
Buhler classifies such treatment as problem solution on the 

behavior level” or “level one.” She notes that this kind of 
treatment is adequate for many classroom problems, but that 
it is often applied inappropriately to problems which require 
More study and deeper understanding. 
She also calls “level-one” treatment “supportive therapy,” 
a technique which does not attempt a fundamental change of 
the person’s personality, but is content with the removal of anx- 
lety and other incapacitating emotions and with the providing 
of encouragement and confidence [4]. 


Buhler feels that all repetitious disturbances should be 
given more careful examination because they cannot be dealt 
with adequately on the “behavior level” (“level-one” ). Repe- 
titious behavior is not produced by momentary release of 
temporary tension but is an indication of deeper and more 
al disturbance. There are other clues to the 
hat cannot be handled on “level one.” 
will give indication of a 
and will call for further 
f seemingly 


chronic emotion 
kinds of behavior t 
Ometimes a single disturbance 
€ep-seated emotional disturbance 
Study. Or a child may produce a succession O 
Unrelated disturbances: 
gle restlessly, tomorrow poke his 
and stare into space, another day 
another complain of headaches. 
Each of these behavior disturbances may be different expres- 
Sions of the same deep conflict or frustration in the child [5]. 
these various types of behavior 
or “level three.” 
ments which attempt to 


A child may today wrig 
neighbors, the next day sit 
Masturbate openly, and still 


j According to Buhler, 
hould be handled on “level two’ 
Level two” consists of “treat 
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achieve, beyond the support of encouragement and release, 
a degree of insight which brings acceptance of prevailing 
difficulties [6].” In other words, the person working with the 
child tries to help the child to “live with” or adapt himself 
to whatever difficult problem he has to face at school or at 
home or elsewhere. “Level two” is an approach that is within 
the scope of the teacher or the guidance worker who has had 


the school staff who has the time or the training to take the 


asmuch as only a minority of 
ities have trained guidance 
n such cases is that the teacher 
tries to fit appointments with the child into an already over- 
crowded schedule. This practice is admittedly far from satis- 


factory, but under present circumstances this may be the 
only solution? 


ty teacher should have this kind of 
training. Lyman B, Owen, Superintendent of Schools in Wellesley, Massa- 
chusetts, writes, for example: 


“Probably none of us want teachers to beco; 
tal health specialists, However, it is reasonable that every teacher should 


- For example, parents and 

Ty or secada schools, 
‘isting intra- and extraschool 
msan gnd emotional adjustment. Should act a 


teacher have developed a reasonable amount of skill in using the techniques 


of A 
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Buhler sees “level-two” therapy as appropriate for 


children who live in unhealthy home conditions, whose pa- 
rental demands cannot be corrected. . . . Because they are al- 
Ways under the pressure of acute situational conditions, these 
children need emotional release. Simultaneously, the therapist 
endeavors to improve the objective conditions as far as possible 
by working with the parents, if they are accessible. Further- 
more, the therapist uses the close relationship he has devel- 
Oped with the child to help the child understand, accept, or 
Cope in some way with those difficulties which cannot be 
eliminated [8]. 


“Level-three” therapy goes much deeper than the pre- 
ceding levels. It is required by children whose difficulties 
are intimately involved with their parents’ personal problems 
of adjustment and who are under the strong influence of one 
or both parents. Such treatment requires the dynamic re- 
Structuring of children’s relationships with their parents, 

ence, it should be undertaken only by psychologists, psy- 
c iatrists, or psychiatric social workers. 

Buhler also identifies a fourth and a fifth level of psycho- 

erapy, which involve closer relationships between psycho- 
therapists and their patients, as well as long-term treat- 
Ment [9]. 

In this chapter we shall be concerned with what Buhler 
Would term the first three levels of therapy because these 
are the levels which concern classroom teachers with regard 


0 both treatment and referral. 


THERAPEUTIC HANDLING AT THE 
es 
BEHAVIOR LEVEL” 


Mosr behavior problems get no further than the class- 
room door: they are handled on the spot. As Buhler says, the 
“acher’s role here is largely supportive. By censuring or 
miting behavior which is likely to disrupt the classroom 
activities and by encouraging behavior which is likely to 
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promote the general welfare, the teacher plays a dual role: 
he supports those forces within the group (1) which operate 
to keep children from indulging in antisocial behavior and 
(2) which make children want to do things which are in the 
best interests of the class. A common difficulty here is that 
we tend to be more concerned about the negative aspects of 
support than we are about its positive aspects. The fact is, 
of course, if children are progressing in the direction of goals 
which are emotionally healthy, they will require fewer 
reprimands and punishments. 


DISCIPLINE 


Some of the teacher’s therapeutic functions come under the 
heading of discipline. Unfortunately, discipline is a term 
whose use has come to be limited to punishment and restric- 
tions—something that the teacher does to children in order 
to make them behave properly. Yet discipline has a function 
which is more in harmony with the principles of mental hy- 
giene. What we really want is that children become self- 
disciplined. What we really want is to help children develop 
inner controls which keep them from behaving in ways which 
are antisocial or immature when they are not under our 
supervision.’ Only if children develop these controls properly 
can we trust them out of our sight. What happens so often is 
that we lose sight of this goal and settle instead for control 
through fear—that is, we get children to behave properly 
not because they feel the need for proper behavior but be- 
cause they are afraid of what we will do to them if they do 
not behave. This external sort of discipline is getting more 
difficult to apply as the years go by, for, as we have pointed 
out elsewhere, we are developing more and more misgivings 
about dealing with children in harsh and punitive ways. 
Therefore, when children “step out of line,” we are often pre- 


P 7 x 
For an excellent discussion of a mental-hygiene approach to discipline see 


G. V. Sheviakov and F., Redl, Discipline for Todar. Child: d Youth. 
Washington: National Education aoa 1944" hildren an 
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vented from taking drastic action by our own humanitarian 
impulses, as well as our good sense. Since we are discovering 
that harsher, more traditional methods are unsatisfactory, we 
really have no choice but to find more effective ways of 
motivating children. Parents and children often have diffi- 
any in accepting the fact that they have little choice in 
this. 


IMPROVING COMMUNICATION BETWEEN 
STUDENTS AND TEACHERS 


The first step we must take if we are to motivate children in 
the proper directions—that is, if we are to help them to 
want to do what is right—is to establish good relations with 
them. This implies an improvement in communication be- 
tween the teacher and his students—rapport, if you like. 
One of the problems growing out of the traditional relation- 
ship between teacher and pupil is that the “social distance” 
between them is so great they have difficulty in communi- 
cating. 

Taba and Elkins describe how an eighth-grade teacher 
improved the communication among her students and be- 
tween herself and her class by “focusing on human rela- 
tions.” As a result of the changes she introduced, her stu- 
dents gained better understanding of themselves and their 
social environment, they became more interested and more 
involved in the processes of education, and the atmosphere 
of the classroom became more therapeutic, more conducive 
to mental health—more “human.” She brought about these 
changes by first diagnosing the needs of her students through 
such devices as sociometry, interviews with students and 
their parents, and student diaries based on the activities of 
selected two-day periods. Then she counseled individual 
students who had pressing problems, she arranged for special 
experiences (one boy gained self-assurance by helping out 
in the kindergarten), she helped the children organize panel 
discussions on problems about which they were deeply con- 
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cerned, she reorganized the reading program so that it would 
reflect individual interests of children, and she experimented 
with a variety of techniques which enabled children to work 
with various situations in the field of human relations. i 

As a result of these experiences, “children grew in their 
ability to work in groups and to relate themselves to each 
other [10]”; hostility was markedly reduced (rejections, ac- 
cording to sociogrammatic studies, dropped from forty-three 
to eleven between September and May) [11]; children 
learned to settle conflicts through reaching common agree- 
ments; and they “grew in their ability to think through a 
problem, to consider a variety of solutions, and to apply 
them with some measure of personal satisfaction [12].” An 
example of the latter type of learning is as follows: 


One child . . . found weekends very difficult. She learned 
to analyze what caused the confusion and contention at home. 
Mother, grandmother, and stepfather were all home together 
in crowded quarters. All three of them were weary from the 
monotony of machine labor in the factory; all three were good 
cooks, anxious to do the cooking. This task was a bit more 


helped to forestall the up-to 
family menu. She led them to see that t 


The teacher learned from 


this experience also, She re- 
ports: 
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Perhaps the most dramatic single discovery for me was that 
an ordinary teacher can cut loose from cherished moorings of 
textbooks and curriculum outlines and chart a journey of her 
own. . . . Another dramatic discovery lay in the use of group 
work. By finding ways of making children comfortable with 
each other and with me, by setting assignments so that chil- 
dren could work with each other in small groups, and by allow- 
ing children to react to each other’s ideas, I had apparently 
tapped a new source of creative thinking and learning [14]. 


LEARNING TO ACCEPT FEELINGS 


The classroom atmosphere may become more therapeutic if 
the teacher can recognize and accept his feelings and help 
students to recognize and accept theirs. This may be dif- 
ficult for some of us to accomplish, since in our culture we 
are so inclined to “play down” feelings and hence feel un- 
comfortable when they are discussed frankly and openly. 
However, as Robert S. Stewart points out, 

. . . There are many feelings that we not only accept within 
ourselves but can also share with children—even negative feel- 
ings—and thereby ease ourselves and the children. 

What is suggested here is very simply that the air can be 
cleared by everyone saying at times what he feels. The teacher, 
in this case, shares with the children the feelings that they are 
all conscious of, and thereby becomes not more but less the 
enemy. ... j 

Bedar feelings out in the open may also be helpful to chil- 
dren and teachers on those days when one is irritable and cross 
—perhaps becauseʻof an outside difficulty. Verbal anticipation 
of a situation sometimes results in prevention of the situa- 


tion. ... p a 
When a class is restless, it is likewise sensible to bring out 


i i ing the restlessness. Expression of feelings 
REEN E E yihologicaily sound for the teacher but 
also for the children [15]. 

Margaret Heaton makes the ability to express feelings 
easily a condition of the teachers ability to establish a 
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healthy group climate—that is, a climate in which students 
can communicate easily and freely. She describes the quali- 
ties of such a teacher as follows: 


First, he must be a person who has learned not to be afraid 
of feelings, however negative they seem, his own feelings or 
those of children. Second, he must be permissive about, not 
condemning of, negative feelings. While not attempting to per- 
form the tasks of a therapist, the teacher must have some faith 
in catharsis—in letting feelings get out into the open and re- 
solve themselves in interaction. Finally, he must understand 
that feelings cannot be changed directly—and that what is 


done about them must be a normal part of the on-going school 


program [16]. 


Heaton’s list of desirable qualities receives partial valida- 

tion in a study conducted by John C. Glidewell, whose data 
indicate that denial of feelings by a group leader tends to re- 
duce his effectiveness, whereas acceptance of feelings helps 
to improve effectiveness [17]. 
In spite of the growing awareness in the educational pro- 
fession of the role and importance of feelings, there are still 
a great many teachers who are afraid to express and to ac- 
cept their feelings. As one writer in this field says, 


It is surprising how many teachers there are who still keep 
unexpressed even their warm and friendly feelings toward 
their children and who fear that expression of spontaneous 
liking will undermine their authority [18]. 


the emotional climate of the school, partly on the kind of re- 
lationship and the rapport he maintains with the children, 
partly on the amount of freedom he is permitted to experi- 
ment with curriculum and methods, and partly on the kinds 
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of techniques he is able to develop comfortably and easily. 
Last, but certainly not least, it will depend upon the amount 
and kinds of problems that develop in his classes. Some of 
these problems he will be able to handle because they will 
fall within the scope and level of his skill but some he will 
have to refer elsewhere. 


REFERRING DIFFICULT PROBLEMS 


Referral of problems is also a technique which must at times 
be used in order to maintain an atmosphere conducive to 
emotional health. Some children are so disturbed emotion- 
ally that their presence creates chronic unrest or they de- 
mand far more than their share of the teacher’s attention or 
both. These are the children who ought to be referred to 
Specialists who have proper psychological training and who 
have the time and facilities to provide psychotherapy. Re- 
ferral is not always easy. Sometimes teachers look upon 
referral as an admission that they have “failed” and there- 
fore continue to try to work with a child for weeks or months 
in the face of evidence that they are really having little effect 
on his attitudes and behavior. What is even more difficult to 
accept, referring a child to a guidance worker implies that 
others may succeed where you have failed. Sometimes ad- 
ministrators have also taken the viewpoint that teachers 
should be able to handle all the problems that arise in their 
classrooms. And, of course, there is the very real likelihood 
that child-guidance facilities might be so badly overcrowded 
that they cannot deal with referrals, or, indeed, they may 
even be nonexistent. At such times it is very helpful for the 
school to have good working relations with parents and with 
the community at large, for it is completely unrealistic for 
anyone to expect that the classroom teacher function both 
as an educator and a psychotherapist. Not only is this too 
much responsibility to load upon the shoulders of an indi- 
vidual who has been employed to perform the functions of a 
full-time teacher, but also it is not fair to the class whose 
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education may suffer while their teacher tries desperately to 
cope with the behavior of one or two disturbed children. It 
is the responsibility of the community to provide special 
services for children who need special help, although very 
often the school must go to great lengths to arouse the com- 
munity to the need for meeting its responsibilities. 


THE ROLE OF THE ADMINISTRATOR 
IN MENTAL HEALTH 


Tue administrator can and should play a key role in 
helping the community to become aware of its responsibili- 
ties. One of his chief functions is that of interpreting the 
school to the community, and this duty includes informing 
the community of the school’s unmet needs. Administrators 
have many ways of carrying out this function: speaking to 
Parent-Teacher Associations, making public reports at stated 
intervals, speaking to service organizations, socializing with 
the leaders of the community, holding special press con- 
ferences, taking advantage of times when the school gets into 
the columns of the local newspaper to remind the public of 
gaps in the resources of the community, and so forth. These 
ys in which administrators stimulate 


school as a whole. 


The administrator has an even greater responsibility to 
create an emotional climate within the school which is con- 


matters which affect them, 
equals. 


An administrator can do all the things we have just men- 
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tioned and still be unable to provide his teachers with the 
emotional support they need. In other words, an administra- 
tor might do a good job of sharing his power and still be 
somewhat cold and remote—he may lack what has been 
called “the human touch.” 

Even the most effective teachers run into problems with 
which they need help, problems they would like to talk over 
with someone who understands teachers and the difficulties 
which they face. An administrator who has a human, friendly 
approach is an individual who will be sought out by teachers 
who need to discuss their problems. As the administrator 
performs this function, he is actually playing the role of a 
counselor for his teachers and thus providing them with a 
valuable service which they could not otherwise obtain. If 
the relationship is a sound one, if the teacher knows that the 
administrator values him as an individual and respects his 
ability as a teacher, he will have no real worries about dis- 
Cussing his problems or even his mistakes and failures with 
him, 
If an administrator creates a democratic atmosphere and 
makes it easy for teachers to bring their problems to him, he 
will thereby improve the mental health of the entire school. 
Because the emotional climate of any social organization 
(including the school) is so dependent on the behavior and 
attitudes of the person in charge, the willingness of the 
Principal to share power and to open up channels of two- 
Way communication with his teachers is bound to have far- 


Teaching effects. 


Teachers need to be trusted with their share of power, 


but they also need someone who will serve as a professional 
leader— someone with whom they can identify. There will 
be times when the administrator, because of his position, 
will be able to see certain problems in clearer perspective 
than the individual teacher. At such times he may present 

is findings to them, together with certain recommenda- 


tions. Unless he is accepted by his teachers as someone who 
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can speak for them, he may be unable to influence their 
attitudes and opinions. 


THE ADMINISTRATOR AS A COUNSELOR 


In addition to this broader mental-health role, the adminis- 
trator also may act as a counselor for disturbed children— 
that is, he may provide help on the first and second levels 
of therapy, as defined by Buhler. Sometimes he has the req- 
uisite time, facilities, and training to accomplish this func- 
tion; sometimes administrators ( particularly vice-principals 
and assistant principals) are hired with the intent that they 
provide such services. However, it should be noted that the 
very fact that a principal or vice-principal bears an adminis- 
trative title may interfere with his ability to establish a good 
counseling relationship with students (just as it may inter- 
fere with his relationships with teachers). Some adminis- 
trators are able to overcome this difficulty through sheer 
ability to establish rapport easily and quickly with children; 
others seem unable to bridge the social ‘distance which 
Separates administrators and students. 

Traditionally, the principal is a disciplinarian; children 
who are unable to keep from disturbing others are referred 
to him for punishment. If the principal looks upon discipline 
from the mental-hygiene point of view, he may very likely 
use the referral as a basis for establishing a counseling rela- 
tionship. On the other hand, he may take a more conven- 
tional approach and look upon his role as that of a person 
who administers punishment, Unfortunately, teachers often 
set the stage for such referrals by threatening children with 
the promise that if they misbehave they will be sent to the 
principal. Under such conditions, principals often feel that 
they have no course but to “back up the teacher.” Some 
schools are fortunate in that they have principals who are 
able to keep several functions in an effective balance—they 
counsel some students, punish others, consult with parents 
and community agencies regarding some, and refer others 
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to agencies and clinics for treatment. An example of the 
attitude and approach of the administrator who works for 
mental health is provided by the following statement from 
an article by William Chiverton, who writes from his ex- 
perience as an elementary school principal: 


I believe that an effective school principal is one who guides 
the people with whom he works in finding solutions or working 
out procedures for themselves. I believe that good guidance is 
an absolute essential to effective teaching and that guidance is 
perhaps the most important task of the elementary school prin- 
cipal. The elementary school principal must realize that guid- 
ance does not involve the solving of problems for individuals 
but is the process of assisting others in finding solutions to their 


own problems [19]. 


THE ROLE OF THE SPECIALIST IN 
MENTAL HEALTH 


Inasmucu as the administrative status and duties of 
Principals and vice-principals often interfere with their 
ability to develop therapeutic relationships with individual 
students, the latter function often is made the responsibility 
of a specialist—that is, a counselor, a school psychologist, or 
a school social worker. Counselors usually operate within 
the framework of secondary schools, whereas school psy- 
chologists and school social workers usually operate from 
central offices of cities and counties and spend most of their 
time with elementary school children. There are many ex- 


Ceptions, of course. There are some elementary schools that 
have counselors, and some secondary schools are serviced 
> 


by school psychologists, although the general practice is as 
we have stated it. In general, counselors are drawn from the 
regular teaching staff and assigned counseling duties be- 
Cause of their preference for this type of work, their experi- 
ence, and/or their training. School psychologists are per- 


s ea Bey gai ATE gical. As a general 
Sons whose training is primarily psychological 5 
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rule, they have more training than counselors in the special- 
ized techniques of psychotherapy and diagnostic testing. 

These specialists usually spend a large part of their time 
working directly with children in a counseling or thera- 
peutic relationship. In the secondary school most of this 
service is concerned with vocational and educational coun- 
seling and with treatment of personal problems at the first 
or second level of therapy. In the elementary schools the 
relationship deals more with emotional problems and is con- 
ducted on the first, second, or even the third level of psy- 
chotherapy. 

It is interesting to note that the trend in psychological 
services is for greater emphasis on counseling and therapy 
and less on diagnostic testing. Twenty years ago a much 
greater portion of the time of psychological personnel was 
taken up with the administration and interpretation of tests. 
Today, psychologists still continue to perform this function, 
but its importance has been superseded by consultations 
with children, teachers, administrators, and parents. This 
change has made the psychologist less of a test administrator 
and more of a worker in the field of human relations. One of 
the indications of this trend has been the change that has 
occurred in play therapy, which at first was often used by 
ojective test—a way of discover- 
nal trends and problems in chil- 
used to serve this function to some 


PLAY THERAPY 


A child who is referred to 
into a room where there 
and play materials, inclu 


play therapy is usually introduced 
are many kinds of play equipment 
ding paints, clay, sand, and water. 
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Although therapists differ in their approach to this type of 
therapy, the usual method is to permit children to do any- 
thing they want during the therapy period—anything, that 
is, short of striking the therapist, breaking windows, and 
the like. Some children spend the time in dramatic activity, 
manipulating and talking to dolls and stuffed animals. 
Others work out their problems through the use of plastic 
materials, like clay and finger paint. Still others ignore the 
play materials and equipment and spend their time reading 
comic books or looking out of the window. 

The ways in which children use play therapy differ 
widely, depending on the personality of the child in ques- 
tion and the problem he is trying to solve. This record of a 
play-therapy session by Elaine Dorfman, demonstrates how 
one ten-year-old boy, who was referred for his poor school- 
work and disruptive behavior in the classroom, was helped 
to express his hostility symbolically and harmlessly in his 


first session of therapy: 


(The door opened and Bob literally leaped into the room.) 
Bob (making noise like machine-gun): Rrrattatataaa! I’m 


Mr. District Attorney! (Ferocious expression. ) 

Therapist: You're a very tough character? 

Bob: You bet I am! I'll mow you down! 

Therapist: Youre so tough, you'll even shoot me down. 

Bob: Yes! And you! And you! And you! And you! (He shoots 
at various unnamed parties with his imaginary gun.) 

Therapist: Everybody's getting shot. 

Bob: TIl say they are! Rrrattattattaaa. All dead now! 
Therapist: You got them all? mi 

Bob: Yeah. (He gets some clay from the table, rolls it into a 
ball, and tosses it into the air several times. As he does so, he 
talks to the therapist.) Did you know I was a swop? 

‘Therapist: A swop, Bob? ( Uncomprehending. ) 

Bob: Yeah, my father says Tm a swop. He's one too. He likes 
spaghetti, he eats it every day. I like it too, oh boy! k 

Therapist: You both like spaghetti and youre both swops? 

Bob: Yeah. I bet I can hit the ceiling. 


458 THE SCHOOL AS A THERAPEUTIC ENVIRONMENT 


Therapist: I bet you can too, and it'd be fun, but no clay on 
the ceiling, Bob. 

Bob: Why not? 

Therapist: It’s too hard to get it off. po 

Bob: (He tosses the ball several times. When it gets within 
an inch or two of the ceiling, he looks at the therapist. ) 

Therapist: You want to see how I’m taking it? 

Bob: I do! (He tosses the clay ball again. It gets nearer and 
nearer to the ceiling.) Heh heh heh! : 

Therapist: Bob, I know you’d like to throw clay at the ceil- 
ing. That’s one of the things we can’t do in here. You can throw 
it at the target or at the floor if you want to. 

Bob: (He says nothing, but goes to the table and begins to 
pound the clay ball flat.) 

Therapist: (Comes and sits down opposite him, but says 
nothing.) 

Bob: Wait till you see what Pm making. 

Therapist: You mean, it'll surprise me? 

Bob: You'll see in a minute. 

Therapist: Vl soon find out? 

Bob: (He makes a clay figure.) It’s a man. 

Therapist: A man? 

Bob: (He puts a skirt on the figure, with great glee. He looks 
mischievously at the therapist.) Guess who it is now. 

Therapist: I don’t know, Bob. Do you want to tell me? 


Bob: My dear teacher, how do you do? (He hits the clay 
figure with his fist.) 


Therapist: Teacher got socked. 

Bob: Heh, heh. No, you did. 

Therapist: Oh, I got that one. 

Bob: (He hits the clay figure another blow.) There! 
Therapist: 1 got another sock. 


Bob: TIl say you did! And here’s another one for you! (Hits 
clay figure again. ) 


Therapist: You hit me again. 

Bob: And that’s not all. Take that! And that! And that! (He 
hits harder and harder as he pounds the figure quite flat.) 

Therapist: You're giving me an awful beating. 
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Ce ee 

Therapist: You are very mad at me and I am getting all 
pounded up. 

Bob: Off goes your head! 

Therapist: My head’s off now. 

Bob: There goes your arms! 

Therapist: I have no arms now. 

Bob: There goes your legs! 

Therapist: No more legs left. 

Bob: And there goes you! (He throws the remnant of the 
clay figure into the basin.) 

Therapist: I am all gone now? 

Bob: You're dead. I killed you. 

Therapist: I am killed. 

Bob: Youre all washed up. 


Therapist: I am very, very dead? 
Bob: You sure are. (Suddenly, he smiles) TIl have you a 


game of catch now. 

Therapist: You want to play with me now? O.K. (The rest 
of the hour is spent in a quiet game of “catch” with a ball of 
clay.) [20]. 

Dorfman states that Bob’s 
to the therapist's refusal 
he ceiling. Since Bob did 
rapist, too, did not refer 


In interpreting this interview, 
hostility was probably a reaction 
to permit him to throw clay on t 
not mention this as a cause, the the 
to it. During the following sessions, Bob’s behavior under- 
Went marked changes. For example, he began to show con- 
sideration for the therapist and stopped cheating at the 
games he played with her, even though no mention had 
been made of his cheating. Dorfman feels that much of this 
improvement can be traced back to Bob’s symbolic murder 
of the therapist in the first interview and her acceptance of 
both her fate and her executioner. 

One of the amazing things about play therapy is that it 
works even when it appears t0 be failing. It is fairly easy 
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when this occurs it does not pay to try to eliminate the rd 
ing problem without some alleviation of the m i ` 
ficulty. A variety of techniques are used by such c "a À 
dealing with this dual problem. Worth ie Osburn descri S 
an approach that makes use of semantics, nondirective 
therapy, and psychodrama (a “deeper” form of kacca 
[23]. G. L. Persons and M. H. Grumbly report on a met es 
that emphasizes group guidance [24]. Virginia Axline ex- 
plored the use of play-therapy techniques over a three-and- 
one-half month period with a group of thirty-seven second 
graders diagnosed as retarded readers. She reported some 
remarkable gains in reading age, including some of sixteen 
and seventeen months [25]. Another study by Robert E. 
Bills confirms the effectiveness of play therapy with retarded 
readers [26], but a later study by the same author indicates 
that the method is chiefly effective when emotional prob- 
lems accompany the reading difficulty, inasmuch as play 
therapy failed to produce gains in retarded readers who 
were well-adjusted [27]. 

There are few problems that perplex and baffle the teacher 
more than that of the child who cannot and/or will not read. 
Reading is the key to successful learning in school. A child 
who cannot read jis automatically shut out of much of the 
daily class activity, and the areas of learning in which he 
cannot participate increase in size and importance as he is 
passed on from grade to grade. Even if the teacher decides 


, he must still find some worth-while activity 

to occupy the child’s time and attention: ot 

pline problems are likely to occur., 
Nonreaders present a troublesom 

not only because t} i 

also because they s 


in general and the individual teacher in particular. 


Mrs. Gladstone, the third-grade teacher, told Miss Hempel, 
the fourth-grade teacher, that she had literally “tried every- 


e problem for the teacher 
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thing” to get David Prince to read, but it was all to no avail, 
even though David was “one of the smartest children in the 
group.” As Miss Hempel listened, she promised herself that 
when she got David this coming year, things would be differ- 
ent. Perhaps Mrs. Gladstone hadn't tried hard enough or maybe 
she didn’t use the right approach. After all, it is ridiculous for 
a bright boy to be in the fourth grade and not be able to read. 

So, when Miss Hempel got the new class the following school 
year, she laid out a careful plan. She had David's eyes tested— 
they were normal. She gave him a nonverbal intelligence test— 
he was definitely above average. She then tried a variety of ap- 
proaches—phonetic analysis, flash cards, and books with lots 
of pictures related to his interests. None of them worked. At 
first, David was cooperative and pleasant and tried very hard. 
He would learn the words assigned each day, but the next day 
they would be forgotten. Miss Hempel, too, was patient and 
friendly at first, but as the weeks went by and David was still 
unable to read, the atmosphere changed. David became petu- 
lant and irritable, and Miss Hempel became grim and deter- 
mined. The problem which had intrigued and challenged her 
at the beginning of the year now assumed sinister aspects. It 
began to look as though David's inability or unwillingness to 
read was personal, an attempt to spite her. Whenever she had 
to make special assignments for David, she was reminded of 
her failure. The realization affected her morale; she was aware 
that she was sometimes inclined to deal more severely with the 
other children in the room after a frustrating session with 
David. Finally, she stopped giving David special attention. 
After that, her relations with her class improved, but whenever 
she looked his way in the classroom, she was aware of a sense 


of mingled guilt and hostility. 

There is nothing very unusual in Miss Hempel's experi- 
ences with David. Many a teacher has hopefully taken up 
the task of helping a nonreader or a retarded reader to mend 

is ways only to meet with frustration and failure. Some 


teachers do succeed, of course, but the chances against suc- 
e . a . 
Cess in the usual classroom situation increase with the age 


and grade of the child. 
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What we are saying here, and what the results of the 
studies we have cited indicate, is that the problem of the 
nonreader and the retarded reader in the upper grades is 
one that requires special care and attention—care and at- 
tention which are usually above and beyond that which can 
be giver by the average classroom teacher. Such problems 
appear to find their best solutions in reading clinics and 
remedial groups supervised by specially trained personnel. 
Teachers in the upper grades can make their best contribu- 
tions in two ways: (1) by looking for possible clues that 
can be shared with those who are working with the children 
in question, and (2) by trying to keep from putting too 
much pressure on children with reading difficulties. 

The latter advice is the hardest to take because the normal 
reaction of the teacher to a child who has learning difficul- 
ties is to urge him to work harder, perhaps even to shame 
him a little. Yet, it is just this kind of pressure that produces 
and aggravates reading difficulties. The teacher feels anx- 
iety and concern regarding the reading difficulty and urges 
the child to do better. The child is aware of the teacher's 
anxiety and reciprocates by developing anxiety of his own, 
which may express itself through irritation, complete pas- 
Sivity, resentment, or confusion, coupled with sheer inability 
to make Sense out of the printed word. The greater the 
anxiety of the teacher, the greater the anxiety of the student. 
s with retarded readers reporte 
pists previously cited may be due tO 
fe dt ht wet ay yi 
tarded readers Ane dete i a also significant that many re- 
oneta n lon ma intelligence learn to read adequately 
able to overcome th a ie school. ( Others, of course, are UN- 
orate means of a: andicap and sometimes develop elabi 
fat etoi avoi as situations involving reading. ) The 
they have lett eae ae sie ache “spontaneously” onc? 
iw slal setts Beta es not mean that their unwillingness 

S subject to conscious control—that is, We 
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should not assume that children with normal intelligence 
who have reading difficulties would improve if they would 
merely resolve to read. Unfortunately, the emotional factors 
that retard reading operate beyond the consciousness of the 
child. Since his anxiety keeps him from being aware of what 
forces or factors prevent his learning to read, he, does not 
know how to cope with them. And as the therapist or clini- 
cian helps such a child to reduce his anxiety, the child is 
freer to cope with his problems, including that of reading. 


RELATIONSHIPS BETWEEN SPECIALISTS 

AND TEACHERS 
It sometimes happens that a school system will hire psy- 
chologically trained personnel for the purpose of providing 
Services for emotionally disturbed children and then will 
find, after the service has been in operation for a number of 
years, that the psychologists or counselors are spending a 
major portion of their time working with teachers rather 
than with children. This is usually indicative of a healthy 
trend because it means that both psychologists and teachers 
have found that it is possible to forestall the development 
of major problems by dealing with smaller problems in the 
Classroom in earlier stages. In this way, specialists are able 
to make a major contribution to the emotional climate of 


the classroom. 


The work they do with teachers ma 
t may consist of direct consultation, whereby the teacher 


and the specialist sit down together to exchange ideas on a 
Specific “problem child” or to discuss the relationships in a 
Certain class. It may take the form of case conferences, 
whereby the specialist, the teacher, the school nurse, the 
Principal, or any other person who has had to deal with a 
child, meet together for the purpose of talking over diag- 
nosis and treatment, The advantage of this method is that it 
Not only serves the purpose of drawing together more infor- 
mation about a child and thus makes it possi 


y take several forms. 


ble to form a 
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well-rounded, objective picture of his problems, but it p 
helps to involve various school personnel in the process 0 
working together under expert guidance to learn more about 
children’s problems and how they develop. It is one of the 
most effective forms of in-service training. 

An example of the kind of program that specialists can de- 
velop is the mental-hygiene project established at Public 
School 33 in New York City for children in kindergarten and 
the first grade who are shy or overly aggressive or who dis- 
play other symptoms of maladjustment. Evelyn D. Alder- 
blum describes the program as consisting of parent inter- 
views, small-group play under observation, weekly group 
work with five children at a time, and conferences with 
teachers. Alderblum found teachers to be especially appre- 
ciative of this program because it gave them opportunities 
to discuss classroom programs with a “peer” (someone who 
was not in a supervisory position), it gave them relief with 
children who were sources of anxiety, and it did not threaten 
their status or trespass on their “rights” as teachers [28]. : 

Other schools have used specialists to conduct in-service 
seminars devoted to problems of human relations. These 
courses feature free discussion of the interpersonal relations 
between teachers and their classes, the interplay of forces 
in the classroom group, the function and importance of 
feelings, and even the problems that arise from the relations 
among teachers themselves and between teachers and ad- 
ministrators. Many teachers have found such seminars use- 
ful as ways of ridding themselves of some of their anxieties 
and of developing greater effectiveness in their profession. 


MAKING REFERRALS TO OUTSIDE 
AGENCIES 


Psychological specialists also find it necessary to make refer- 
rals. Indeed, in schools where the specialists are well estab- 
lished, they may serve as the chief referral agents. In other 
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words, teachers and administrators in these schools will fol- 
low the practice of referring children to the psychologist, 
social worker, or counselor, as the case may be, who will 
counsel with the child, consult with teachers and parents, 
hold case conferences, and, if appropriate, will use one of 
several community agencies as a source of further help. 
When the specialist becomes the chief referral agency of the 
school, this makes it possible for him to develop contacts 
and maintain close working relationships with social welfare 
agencies, the juvenile courts, child-guidance clinics, or any 
of the other agencies or organizations which provide spe- 


cialized services for children. 


THE CHILD-GUIDANCE CLINIC 


Scuoox psychologists and social workers often work 
within the framework of a child-guidance clinic. In some 
communities these clinics are part of the school system; in 
others, they are under the administration of public health or 
Welfare agencies. They are usually staffed by psychiatric 
Social workers, school psychologists, clinical psychologists, 
and psychiatrists. If they are under the supervision of the 
Schools, they usually work closely with attendance officers. 

There are not nearly enough of these clinics to provide 
the services which are needed by emotionally disturbed 
children in our schools, and those which do exist often have 
long waiting lists. There are several reasons for these defi- 
ciencies, Such clinics are expensive; they require the services 
of highly trained persons who spend long hours working 
with relatively few children. Trained personnel are in short 
supply. Psychotherapy is a slow and tedious process; it can- 
not be hurried and it does not pay to keep overloading the 
facilities of the clinic. As James L. Hymes, Jr., says, “it takes 
a long time to make a bully; it takes a long time to un-make 


One too [29].” 
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Not only are clinics expensive, but also the value of their 
services is often unappreciated. As we noted previously, 
some teachers resent having to refer children to clinics. The 
attitudes of these teachers are probably a reflection of a 
general public attitude which may be described as “fear of 
psychotherapy.” The idea that psychotherapy is for “crazy 
people” and that psychologists and psychiatrists are them- 
selves somewhat “peculiar” appears to be a delusion that is 
rigidly fixed in the folklore of our society. One might add 
that some clinical workers aggravate the situation by be- 
coming overinvolved in the problems of the children they 
treat—that is, they see themselves as persons whose chief 
duty is to protect children from adults rather than to help 
both adults and children to get along better. However, if the 
relationship between the clinic and the school is a good one, 
if there is effective communication between these two agen- 
cies, none of these forms of misunderstanding need develop. 

One of the major tasks of administrators of schools and 
clinics, then, is to interpret the work of child-guidance clinics 
to the general public. If the public is to pay for more of this 
very expensive service, it must know about the nature and 
the effectiveness of the kind of service being rendered. But 
more than financial Support is required if a clinic is to op- 
erate successfully, The community must also accept and 
support the clinic from an emotional point of view. It must 
a a in what the clinic is trying to do and it must have 
aa ees ae the clinic workers to perform the job 

et tor themselves. If the community does not ac- 
cept the clinic in this Sense, its general negative attitude 
may serve to undermine the confidence of the teachers who 


refer children to the clinic and the parents who cooperate 


clinic as a necessar art of ent of tl 
with the y- p: the treatm 


Alice C. Henry, 
for the San Francis 
lem clinics face in 


Supervisor of Child Guidance Services 
co schools, points up the delicate prob- 
getting parents to cooperate with them: 
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No matter how obvious the problem seems to be, you have to 
anticipate that parents will have mixed feelings about seeking 
help. Even the parent who agrees with you wholeheartedly, it 
seems, may go home and fail to follow through on an agreed- 
upon plan. This is because all of us are a little afraid of what 
these “experts” are going to do to us. All of us, unhappy as we 
may be, hesitate about submitting ourselves to a program 
which is supposed to change us [30]. 


Some communities report much success in the use of vari- 


ous methods of involving parents in group therapy as a way 
hmueller and Gildea de- 


of treating children’s problems. Buc 
Scribe a project in St. Louis whereby mothers of problem 
children meet together in group therapy. Roughly three- 
fourths of the children whose mothers participated showed 
improvement [31]. Rudolph Dreikurs describes a program 
m Chicago which uses group-therapy methods to work with 
children, parents, and teachers and which served 3,274 per- 


sons in a recent year [32]. ; 
Because of the interest in mental health which has grown 


up during and after World War II, communities are more 
favorable to the establishment of child-guidance services 
than was true previous] . Although many city and county 
School systems have now provided such services, many more 


are needed and existing ones need expansion. This can only 

e done if we are able to demonstrate to the public that such 
Services, though expensive; help children to grow up to be 
More effective employees, more enlightened parents, and 

etter citizens (because of their better emotional health) 
and that they make for a more therapeutic, hence more edu- 
cational, environment in the school itself. In other words, 
our viewpoint should be that if the public will pay out more 


Money for counselors, school psychologists, and social work- 
ers to work in schools and in clinics and to give help to chil- 


dren, teachers, and parents as needed, it will then receive 
much greater value from its present expenditures for educa- 
tion. 
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EVALUATION AND 


DIAGNOSIS 


SCHOOL MARKS AND GRADES 


AS FAR as most teachers are concerned, the processes of 
evaluation and diagnosis are concerned largely with school 
marks, examinations, tests, and quizzes. Since school grades 
or marks are the presumed final outcome of learning, in the 
eyes of most students and many teachers, we shall use them 
as a starting point for our discussion of this phase of human 
relations in the classroom. 

It is difficult to determine exactly what a school mark 
means. We conventionally think of school marks as reflect- 
ing levels of competence in the subject matter of the courses 
for which they are assigned. However, it is fairly common 
to find a child who has superior competence in a variety of 
subjects, yet who has below average grades. On the other 
hand, almost every teacher knows of children whose subject- 
matter competence leaves much to be desired, yet who re- 
ceive passing or even Superior grades year after year. What 
we usually find, when we examine these two kinds of situa- 
tions, is that the competent children who get poor grades 
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are frequently the ones who are unwilling or unable to do 
the work assigned by the teacher or who disrupt the class- 
room proceedings, whereas the less competent children who 
continually get passing grades are those who always do their 
assignment, seldom create disturbances, and are obviously 
trying very hard. Therefore, we must conclude that school 
grades are not entirely based on competence but are also 
influenced by qualities that might be termed “effort” and 
“obedience.” Even though teachers may conscientiously try 
to avoid being influenced by the personal qualities of chil- 
dren in assigning marks, they usually cannot rule out the 
Subconscious effect of these factors. 

These subconscious factors undoubtedly account for 
Many of the differences that research workers have found 
among marks assigned by teachers asked to grade the same 
Set of papers. Even when teachers do not know the child 
whose paper they are grading, they are apparently influ- 
enced by their own biases and frames of reference for there 
are vast differences in the marks they assign. In 1913 Starch 
and Elliott sent two English papers written by high school 
students to 142 English teachers throughout the state of 
Wisconsin and asked them to grade them according to the 
Percentage system that was more popular then than it is 
today, The marks for one paper ranged from 64 to 90, and, 
for the other, from 50 to 98. The range of marks given by 

18 teachers for a geometry paper was even greater—28 to 
92. An examination paper in American history received 
Scores ranging from 48 to 90 from 70 teachers [1]. Other re- 
Search workers in this field report similar findings [2, 3, 4]. 
If teachers are so influenced by subconscious factors in grad- 
ng the papers of children they do not know personally, 
10W much greater are the biases that operate when the chil- 

ren in question are in their own classrooms? 
hat we are trying to show here is that there is nothing 
Precise and scientific about the grades that teachers give 
children, Even though ability and competence are factors 
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in giving grades, school marks are, in the final analysis, the 
product of the interaction between teachers and pupils. 

In effect, the grade a child receives in a course reflects 
the amount of success he has been able to achieve in com- 
peting for the good opinion of the teacher, Implicit in this, 
of course, is the extent to which the child wants the teacher's 
good opinion. Children from lower classes, as Allison Davis 
points out, frequently do not value the opinion of the teacher 
very highly; therefore, they are less likely to try to get good 
grades.’ Girls tend to get better grades than boys, even when 
achievement tests show that their subject-matter compe- 
tence is nearly equal [5]. The superior grades of girls may 
be due, at least in part, to their being more highly motivated 
to secure the good opinions of teachers, There is some evi- 
dence that boys get better grades under men teachers 
[6, 7, 8]. Inasmuch as the competence of boys and girls is 
roughly equal, the differences in treatment received by boys 
from men teachers as compared to women may reflect 
greater tolerance of the traditional rebelliousness of boys on 
the part of men teachers, Or it may be that boys work harder 
for men teachers and are more anxious to please them. To 
translate this into attitudes as they would appear in the 
classroom, we would say that the boy who thinks it is “sissy” 
to cooperate with a woman teacher often outdoes himself to 
please a man teacher, Perhaps if the proportions of men 
and women teachers were more evenly balanced in the 
schools, there would not be such a wide gap between the 
average grades received by boys and girls. 


SCHOOL MARKS AND COMPETITION 


School marks and grades enter into many phases of the 
mental health of school children, For some children, com- 


*“His gang teaches him to fear being ta i ing $ 

HIS ga a g taken in by the teacher, of being 
softie with her. To study homework seriously is literally a disgrace. Instea 
of boasting of good marks in school, one conceals them, if he ever receives 
any.” A. Davis, Social-Class I; > 


nfluence. i idge: vard 
University Press, 1948, P. 30. ARAN AHO, rae aS 
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peting for school marks is a healthy thing—it helps add zest 
and interest to the problems of classroom learning. These 
children are usually the ones who learn with relative ease. 
However, there are many other children for whom school 
marks create many problems. Here are two examples. 


According to the records, Michael Johns has received 1Q’s of 
75 and 80 on the intelligence tests he took in the second and 
fourth grades. Although Michael is now in the fifth grade, 
achievement tests place him at the second- and third-grade 
levels, If it were not for the “automatic promotion” policy at his 
school, he would probably have been held back in the second 
or third grade. He is the fourth of four children, all boys. His 
brothers always received superior grades. His oldest brother 
is taking a premedical course at the University; the other two 
are on the high school honor roll. During the first three years 
of Michael’s school career, his family tried every means at their 
command to prod him into doing better—punishment, encour- 
agement, rewards, tutoring, supervised study. It was all to no 
avail. At first, when these devices failed, they were very angry 
with him. Now, they are more or less resigned to his repeated 
failures at school. But the resentment still smoulders, even 
though they are now aware that “it isn’t Michael's fault.” 

Michael says that teachers pick on him. He feels that he has 
tried hard to do the things they have asked of him. Yet his 
only reward, as he sees it, are the D’s and F’s that appear on his 
report card with monotonous regularity. Lately he has come to 
hold the report card itself responsible for his troubles, for he 
has tried such obvious devices as losing it, trying to change his 
grades, and bringing the card back with his father’s signature 
forged. 

Jean Seaton’s father is the principal of the junior high school 
She attends. Her IQ is somewhere in the 130’s; yet her grades 
are less than adequate. Oddly enough, she made better-than- 
average grades in grammar school. Both her teachers and her 
Parents complain about Jean’s attitude. Whenever they try to 
talk to her about her school work, she changes the subject. She 
is not lazy, for all her out-of-school time is taken up in dra- 
Matics, Girl Scouts, and Christian Endeavor. But she will not 
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complete the assigned work in her classes, nor will she try to 
do well on tests and examinations. Punishment does no good— 
when Jean is punished she acts as though she has been mar- 
tyred and succeeds in making life miserable for all around her. 
When she is not being punished, she is good company, pleas- 
ant, vivacious, and cooperative—except that she neglects her 
school work and does not try to do well on her examinations. 


The cases of Michael and Jean represent two of the many 
kinds of difficulties that are created or aggravated for chil- 
dren by school marks and grades. The list is endless, with 
problems differing according to the relationships and con- 
ditions which affect the lives of individual students. In de- 
fense of school marks, it can be said that they are but the 
natural outcome of the competitive situation that exists in 
most classrooms; therefore, it would be futile to eliminate 
them unless one were ready to do away with competition. 
The other argument is that even if we decide that grading 
is an undesirable practice, no suitable substitute has been 
found. However, many school systems have adopted a de- 
tailed oral “report to parents” in lieu of the traditional re- 
port card. This system is particularly useful in elementary 
schools, where teachers spend the entire day with one class 
and get to know the children quite well. It helps to provide 
Opportunities for teachers and parents to get together to dis- 
cuss their mutual problems. However, the method has not 
been adopted by secondary schools to any extent, probably 
because of the limited contact the secondary teacher has 
with each of his students. Furthermore, the number of re- 
ports which would have to be made by an average second- 
ary teacher would run into the hundreds, whereas the aver- 
age elementary teacher would report for only a few dozen. 


FAILURE SEEN AS A DISGRACE 


It appears, therefore, that as long as the school is part of a 
society that is highly competitive, we shall have a grading 
system of some sort. There is probably little that individual 
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teachers can do about eliminating grades as potential hazard 
to emotional health. However, teachers can be aware that 
students have emotional reactions to the grades they re- 
ceive. It is all very well for adults to say glibly that a child 
who cannot do his arithmetic must be informed of that fact 
—we would all agree that learning about one’s shortcom- 
ings is a part of growing up. Yet, what we actually say to a 
child is, “You have failed in arithmetic.” Failure is not only 
a fact; ina competitive culture it implies an attitude of re- 
jection. It is almost a psychological impossibility to say to 
Someone in our society: “You have failed in what we have 
set out for you to do, but this does not make any difference 
our relationship. We like you just as much, and expect to 
80 on liking you even though you continue to fail.” If we 
do say something like this to students (and some of us do), 
the chances are we are not being sincere. The student and 
the teacher both know, down inside, that failure does make 
a difference, The student knows that he has disappointed 
the teacher, and the teacher has the greatest difficulty in 
keeping himself from being the slightest bit resentful about 
his disappointment. We cannot help but feel this way be- 
cause we have been schooled throughout our whole lifetime 
to be scornful of failure and to be approving of success. And 
this attitude will persist, even though we are aware that the 
Student was not personally responsible for this failure. In- 
deed, if it should happen that we were the ones who were 
partly responsible, we might, being human, become even 
More resentful. We might, as the psychologists say, project 
Some of our guilt on the student who, through his failure, 
teminded us of our inadequacies. 

Because we know that we have this tendency to over- 
value the successful student and to undervalue the failing 
Student, we should, as professional people, handle situations 
that involve evaluation and grading with more considera- 
tion and objectivity than would otherwise be the case. We 
Ought to consider the effects of grades on the feelings of 
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students and be aware of how our own biases enter into ca 
assigning of grades. And, when we talk with a student w. z 
has been disturbed by the grades he has received, we shou 
be able to accept some of the responsibility for his hurt— 
some, but not all, because both the student and the whole 
system of grading are also responsible—and we should ad- 
minister such psychological first aid as is appropriate. If we 
can show children that we accept them in spite of the grades 
we give them, we can sometimes help them to a greater 
awareness and a more realistic acceptance of their inade- 
quacies, as well as the realities of the grading system. 


TESTS AND EXAMINATIONS 


Tests and examinations also produce tensions and anx- 
ieties. The basis for these feelings is fear of failure—the 
same fear which is the central problem in the anxieties 
aroused by school marks and grades, However, tests produce 
an even more acute form of anxiety because the individual 
has the feeling of being “on trial,” and the outcome is in 
doubt. Even students whose names regularly appear on 


the honor roll are victims of “test nerves” or “examination 
jitters.” 


Josephine McElroy has made virtually a 
through high school, 
during final examin 


her family and friends th 
times have been ha 
find out that she has been b 
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the time she gets her grades. And when she gets the usual A’s, 
she feels that her teachers have been more than generous. 


Few students are as panicky as Josephine is or go to the 
same lengths in preparing themselves for tests. However, it 
is a fact that a great majority of students are made more or 
less anxious by examinations. Somehow, teachers often over- 
look this fact and apparently ignore the psychological as- 
pects of the testing situation. When writing on this subject 
on a previous occasion, the present writer expressed himself 
as follows: 


Many a teacher uses examinations as instruments of retalia- 
tion against students. Such a teacher looks on examinations as 
is chance to revenge himself on the students who slept 
through his lectures, were chronically bored and uninterested, 
took up his time with meaningless and stupid questions, or 
Were merely lazy and incompetent. For him, the examination 
1s a day of reckoning, his opportunity to punish the delin- 
quents whose refusal to learn so often gave him a sense of 
futility and frustration. 
Tt may be pedagogy of the worst kind to use tests as means 
of punishing students, yet it is a technique which the profes- 
Sion tacitly condones. After all, we say, if students have refused 
to learn, they should be punished. 

Tests also evoke anxiety on the part of students because the 
Material which they cover is often useless, inconsequential, triv- 
ial, and irrelevant, The use of trivia in an examination is often 
defended on the grounds that superior students know more 
trivia than inferior students. Although there is some validity to 
this defense, it overlooks the fact that there is very little evi- 

€nce that there is a high correlation between the ability to 
Memorize trivia and the ability to apply and relate knowledge 


to the problems of life. 

But there is an even greater 
®minations are based on trivia. 
trivia are more important than eith 
Schoo] learning or the ability to app 
Says to himself, in effect: “If the instructor 


danger which results when ex- 
The student comes to feel that 
er the broader aspects of 
ly it to real problems. He 
feels that only trivia 
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are important, I'll learn trivia.” He comes to this conclusion be- 
cause we have taught him, in effect, that passing tests is more 
important than the learning and the application of knowledge. 
Indeed, we have led him into an even greater and more dan- 
gerous fallacy—that education is itself the learning of trivia. 

The emphasis on trivia raises the anxieties of students be- 
cause it arouses frustration and resentment. The student is 
unable to see the practical or educational value of spending his 
time learning trivia, and he suspects that he has been com- 
mitted to a period of sterile and futile time-serving. He would 
like to spend his time more profitably, yet he must force him- 
self to conform and submit. Since his resentment interferes 
with grade-getting, he must suppress or repress it. Even though 
he has put it out of his mind, it continues to be a source of 
tension and anxiety. The result of this anxiety is to compromise 
the effectiveness of examinations. Every instructor has had the 
experience of coming to recognize the unusual capabilities of a 
student through the media of class discussion, casual conversa- 
tion, or the completion of daily assignments, only to have the 
student in question score low on tests. Many such students are 
the victims of anxiety. They find themselves unable to remem- 
ber material they can recall easily under other circumstances, 
they misread questions, and they are unable to express them- 
selves adequately. In other words, their thinking processes are 


rendered less efficient because of the presence of an overabun- 
dance of anxiety, 


: ay is also compromised by the fact that students who 
e examinations under stress of anxiety are more likely to 
c eat. Students who are normally honest will, under the threat 
of failure, indulge in practices which would be avoided in 
another context. The guilt and anxiety they feel as a result of 
cheating is less than that which they would feel as a result of 
failing, because failure would incur the disapproval of instruc- 


tor and parents and would 3 
4 expose them to sority 
of their classmates, P the smug superiority 
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coping with anxiety and avoided failure, that they are unable 
to undertake the reorganization of knowledge which is basic to 
the kind of learning which should take place during an exami- 
nation. 

Furthermore, education, like other forms of human relations, 
is essentially a process of communication which, in order to be 
effective, must be a two-way process. Yet we tend to look upon 
education as a kind of one-way communication—from instruc- 
tor to the student. As matters stand in most classes and most 
schools, it is not easy for students to communicate with teach- 
ers. We have acted as though two-way communication were 
not very important, perhaps not even desirable, for we do little 
to facilitate such communication and much to make it more 
difficult. The examination is one device which can be used by 
the student to communicate with the instructor—it is his op- 
portunity to tell the instructor what he has learned. But its 
effectiveness as a means of communication and learning is re- 
duced or even destroyed when the examination becomes an 
instrument of punishment, fraught with anxiety, and concerned 
With trivialities, rather than with the vital material of educa- 
tion, 

Finally, it would seem that a good case in favor of improving 
the testing situation could be made on a humanitarian basis 
alone. Many educators and laymen are concerned about the 
large numbers of students who drop out of school. Students 
often leave because to them school is a place of humiliation 
and frustration and because they feel that teachers lack under- 
Standing of their problems. Much of this feeling is focused on 
examinations because it is here that the misery of failure and 
the inability of teachers to understand and to sympathize with 


Students come to a head.” 


INTELLIGENCE TESTS 


So Far in this discussion we have been concerned 
about evaluational methods that are primarily a part of 


* The foregoing i | vised version of a portion of: H. C. Lind- 
ing is a somewhat revised i st Me 
Bren, AaS ta Examinations,” School and Society. 76:231-32;1952. Re- 
Printed by permission. 
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classroom procedure. However, there are other devices that 
are more related to the methods of the psychological spe- 
cialist. What we have reference to here are the standardized, 
printed tests and questionnaires that are often used to evalu- 
ate various aspects of the curriculum, to diagnose student 
difficulties, and to provide data for student records. In most 
schools these measures are administered by teachers, and 
in many schools teachers also score the tests and record the 
results. 

One of the most commonly used measures of this type is 
the intelligence test—frequently referred to as the “IQ test.” 
The results of such tests can be quite useful provided we 
keep their limitations in mind. There is some evidence that 
the tests usually used in schools are biased in favor of chil- 
dren from upper-middle-class surroundings, which means 
that they are biased against children from lower-class or 
working-class homes [9]. Special care must therefore be 
taken in interpreting scores made by children in the latter 
categories. Another thing to keep in mind is that the psy- 
chologist’s concept of intelligence is different from that 
held by most people. Most of us think of intelligence as 
or that characterizes success in a 


are searching into the 
is Horace Daly, whos 
His IQ of 115 is indicative of somewhat better- 
ability to do school work, Although his IQ doe 
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he should respond by doing more satisfactory school work. 
(If the problem is an emotional one, as it often is, giving 
Horace “the kind of help he needs” may be a long-term 
process; indeed, it may even be beyond the ability of the 
school.) Here is Anna Castle, whose IQ, according to her 
latest test, is 75. If this IQ is confirmed by an individual test 
like the Stanford Binet or the Wechsler Intelligence Scale 
for Children, it may be desirable to place her in a special 
class that provides a curriculum and a method of instruction 
More suited to her special needs. Or here is Kenneth Athos, 
who wants to be a mechanical engineer. His high school 
grades are good, particularly in mathematics. But planning 
to become an engineer is a grave responsibility; hence, we 
need all the data we can get. So we check to see what scores 
e has made on academic aptitude tests. Kenneth has taken 
three of these tests since he entered school ten years ago. 
They show IQ's of 118, 125, and 122, respectively. It would 
De more reassuring if they were, say, ten points higher, but, 
M view of the other positive evidence, it looks as though 
eing a mechanical engineer is not an unreasonable goal. 
Tests of academic aptitude can also be useful in demon- 
Strating the existence of individual differences in the class- 
room. Parents (and even teachers) often make the mistake 
of assuming that learning and getting good grades is pri- 
Marily a matter of will power, whereas intelligence tests 
elp to show that there are at least some other factors in- 
volved. 


THE MISUSE OF IQ S AS LABELS 


OR STEREOTYPES 
On the negative side, we should be aware that an IQ is a 
abel that is frequently used to mean what people want it to 
Mean. For example, some adults might react to Horace s 
IQ of 115, mentioned in the above paragraph, by saying: 
‘Why he’s just lazy—doesn't apply himself. Just see to it that 
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he studies a good two hours every night and he'll > = 
right. And, just for good measure, why don’t you cut o Pe 
allowance till his grades get back above the passing mark: 
Such solutions might yield the desired results, or they might 
not, for they are not based on any real understanding of 
Horace’s problems—they are merely the reactions of some- 
one who is looking for an excuse to punish Horace. In 
Anna Castle’s case, the school is going to extra pains to seë 
that she gets an education. Many schools do the opposite. 
“An IQ of 75? Well there’s no use trying to do anything with 
her!” It may be, of course, than Anna’s true IQ is much 
higher. This would come out in the course of administering 
an individual test, like the Stanford Binet or the Wechsler 
Intelligence Scale for Children. But if we assume that noth- 
ing can be done with people with 1Q’s of 75, then we never 
get to the point of administering an individual test. Even if 
Anna’s “true IQ” is 75, there are many things she can learn. 
She can become a useful and valuable citizen, and, as an 
educable individual, she is entitled to the best that the 
school can give. 

What we are objecting to here is that IQ’s frequently be- 
come labels which serve as “shortcuts for thinking.” In other 


words, instead of using an IQ as a device to raise questions 
which would lead to further study and further knowledge 
about what we can do to help students, we are inclined to 
use it as a sort of stereotyped evaluation. If a test helps us 
to understand a student better, we can justify the time and 


expense required to administer, score, and interpret it. But 


if it serves as a block to understanding, then its use is ques- 
tionable. 


PERSONALITY TESTS AND THEIR 
DEFICIENCIES 


Ture is another kind of test which lends itself to mis- 
interpretation and labeling—the personality test. As long aS 
intelligence tests are used to predict academic success, most 
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of them are dependable and valid. But we cannot place the 
same confidence in personality questionnaires. One study 
made by Albert Ellis revealed that no personality test of 
the questionnaire type had sufficient validity to justify its ex- 
tensive use in the classroom [10]. No one can really be cer- 
tain what a score on a personality test means. For one thing, 
Virtually all of them can easily be “faked”—that is, the per- 
son who takes the test can answer the test items in such a 
way that the score will come out indicative of “good adjust- 
ment” or “poor adjustment,” according to his intentions. For 
another, high and low scores do not always mean what they 
seem. Let us assume that the score on a certain personality 
test is supposedly indicative of “good adjustment” if high 
and of “poor adjustment” if low. What usually happens is 
that a sizable number of persons who would be considered 
“poorly adjusted” by other standards will make high scores. 
This does not necessarily mean that they have tried to fake 
their scores. More likely it is due to the fact that their very 
maladjustment prevents their getting a realistic perspective 
of their own behavior. For example, a child who does not 
Set along well with other children may actually think that 
he gets along quite well, whereupon when he comes toa 
test item which says, “Do other children like you? he may 
answer “Yes,” in all sincerity. Conversely, there are children 
Whose adjustment is quite adequate, but who are inclined to 
take life very seriously. They are inclined to come out with 
Personality test scores which are indicative of “poor adjust- 
Ment.” In all fairness to the test we should note that the 
ormer case is more common than the latter. Therefore, 
“Poor” scores on personality questionnaires usually “mean 
More” than good scores. However, the possibility of error 
'S so great, that we must raise serious doubts about the in- 
iscriminate classroom use of tests of this sort. 

Again, as in the case of intelligence tests, we must be wary 
about labeling. If personality tests are given to all students, 
and results are entered in their permanent records, some 
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teachers and administrators will use them as “shortcuts for 
thinking.” They will label children who have “poor” scores 
as “maladjusted,” and other children—even some who may 
need special attention—they will label “well-adjusted.” 


THE PLACE OF PERSONALITY TESTS 
IN THE SCHOOL PROGRAM 


Nevertheless, personality tests have a place in the school 
program. If they are used by psychologists, guidance work- 
ers, or teachers who have the training as well as the time to 
use them, and if they use them with those few students who 
are in need of specialized attention, they can be very help- 
ful. Actually, the personality questionnaire is a kind of stand- 
ardized interview. It should not be used as a substitute for 
an interview, but rather as a supplementary device to locate 
problem areas which may have eluded the interviewer, OY 
to confirm certain clinical hunches which he may have de- 
veloped. Used in this manner, the possibility of willful and 
conscious faking is much reduced because the test adminis- 
trator who works with a child in a clinical setting is usually 
able to establish the kind of relationship that eliminates or 
reduces faking, at least of the “conscious” variety. When & 
child has confidence in the counselor or psychologist and 
knows that the results of the test will be used for him rather 


than against him, he will do his best to give an honest report 
of himself. 


, we should not make 
s should apply to the 
personality, like the Rorschach, 
est, the Picture-Story Test, and 
Ctive tests should never be used 
ave had intensive training under 


Thematic Apperception T 
similar instruments. Proje 
except by persons who h 
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professional supervision, for they are designed for deeper 
levels of therapy. 

Much of what we have said about personality tests is cor- 
roborated by the findings of W. J. Lodge, who reviewed 200 
articles and experimental studies devoted to the use of per- 
sonality questionnaires and who studied the tendencies of 
school children to give the “right” answers to tests of this 
type. As a result of his study, Lodge concluded that paper- 
and-pencil personality tests are not yet ready for use on a 
Survey or school-wide basis and that 


. . . personality appraisal of the school child still is and per- 
haps always will be a matter of teacher understanding of the 
child. This implies the use of observations, anecdotal records, a 
knowledge of the social status of the child and his parents, and 
the use of measuring instruments as their validity is established 
and confirmed by independent investigators—all against a 
better background of knowledge of child psychology than is 
possessed by many teachers at present [17]. 


ANECDOTAL RECORDS 


sed at this point: What 


THE question might well be rai 
derstand the emotional 


should a teacher use in trying to un 
Problems of his students? 

One of the most satisfactory d 
ord. The teacher who uses this approach proceeds by jotting 
down little bits of behavior as he observes them in the class- 
room, on the playground, or elsewhere. To be most effective, 
this device should not be used on more than two or three 
children over a period of several months. If such observa- 
tions are done carefully and objectively over an extended 


Period of time, it is often possible to see trends and patterns 
Which otherwise escape one’s attention. For example, the 
ve behavior breaks 


teacher might notice that Dan’s disrupti avio! 
Out at the end of a study period, never at the beginning. This 
May tell the teacher something about the causes of Dan’s 


evices is the anecdotal rec- 
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behavior and perhaps give him a clue as to whet “ er 
do about it in the future. Or he may come to rea b pe 
Pamela’s eagerness to answer questions even sag on 
seldom knows the answer is somehow related to we om 
attempt to be particularly friendly with the teacher during 
SSeS. l 
Writing anecdotal reports is not easy. It takes a great ae 
of objectivity to note facts and avoid making og. ee 
number of years ago, the American Council on Educa ion 
sponsored a project that was reported later in a book z” 
titled Helping Teachers to Understand Children [11]. Th 
committee that worked on this project noted that teachers 
tended to have three kinds of habits which interfered with 
their objectivity when writing an anecdote. In the first place, 


the teacher nearly always recorded how he felt about the 
child in question: 


Ned is one of the most likeable children in the class. He is 
pleasant and can be appealed to. d 
Chester can be sweet and good but often shows temper an 
bad disposition [12]. 

Actually, examples like these tell us more about the 
teacher and his values than they do about the child in ques- 
tion, for the teacher is telling us how he reacted, not how 
the child behaved. 

The second habit that influenced the w 
was the tendency to think of children’s 
dominated by a single trait or p 


riting of anecdotes 
behavior as being 
attern. For example: 


Woodward has told me any number of tales, , , , I do not 
know why he does not tell the truth, but he doesn’t. . . . He 
is not aboveboard with most that he does, . 

Jack . . . seems content to si 


t and dream. . , . All through 
the grades he has had th 


e same traits. . . . He does not want 


to be bothered and resents having to do the ordinary work ex- 
pected of the group... . He grumbles . . | js just plain stub- 
born [13]. 
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The third habit noted by the committee was the tendency 
to offer an immediate explanation of the observed behavior 
without gathering sufficient data. For instance: 


Chester . . . often shows temper and bad disposition. I 
think it may be due to feeling neglected or that he does not 
measure up to standards which the majority meet satisfactorily. 

Jack never accomplishes anything because he does not per- 
sist long enough. . . . When I call on him for an answer to a 
question, I get nothing even after I have stayed with him to 
prepare the lesson. He knows the answer but is just plain stub- 
born and will not talk [14]. 


However, with practice under the supervision of the com- 
mittee, teachers were able to write anecdotes which were 
not only more objective, but which also revealed important 


information. 


: Olga (age 13) came in today upset. She said, “We are hav- 
ing to move this week. The company officials say that we'll 
have to give up the house we are in since the house we live in 
is a house used for the assistant superintendent of the factory. 
Of course, as long as daddy was living and was one of them we 
were supposed to live there, but now we can’t.” 

Sam (age 12) showed a decided preference for Dora today. 
Asked to help her committee put up curtains. Said that “girls 
hardly know how to put up curtain fixtures straight like they 
should be.” Painted a picture with Dora. Told me that he prob- 
ably would learn to paint a little better if he could paint with 
an artist like Dora. I wasn’t so sure. He especially enjoyed our 
Poetry appreciation period. Asked for “Sea F ever,” “Moon 
Folly,” and “Overheard in a Salt Marsh.” When James asked 
for “Hiding,” he said, “Oh boy, stop asking for those baby 
Poems [15].” 

However, the chief value of objectively written anecdotes 


cannot be fully appreciated unless one sees them in the 
Context of a series accumulated over 2 period of time. Then 
ding ina psychological 


each of them is a line or a bit of sha 
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portrait of a child. A series of anecdotes reveals trends and 
consistent patterns of behavior, it gives clues to self-con- 
cepts and self-ideals, and it may even give hints as to some 
of the ways in which problem behavior or learning diffi- 
culties should be handled. As Helen Bieker says, 


One of the primary values of a good anecdotal record is that 
it helps the teacher see the child as a developing, many-sided 
individual. It helps her to see the relatedness of any one bit of 
behavior to other types of behavior. It helps her to see an inci- 
dent in its total context, to give her a truer and more objective 
perspective of the child [16]. 


Anecdotal records are useful learning devices or projects 
when developed in connection with teachers’ in-service 
study groups. They also provide valuable material for case 
conferences. Other devices which are helpful in understand- 
ing the emotional problems of children are the sociometric 
techniques we discussed in Chapter 10, 


STANDARDIZED ACHIEVEMENT TESTS 


THERE is a third type of test whose scores often find 
their way into student personnel records—the printed 
standardized achievement test. These tests usually give re- 
sults in terms of grade placement on various subject-matter 
areas. By comparing such reports with the actual grade 
placement of the child, it is possible to determine whether 
he is advanced or retarded for his grade. Again, this is @ 
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always measure what they seem to measure. Some children 
who score low on arithmetic tests can actually use arith- 
metic skills fairly effectively in a real life situation. This 
means that the scores made by any given child should be 
interpreted in the light of the other data the teacher has 
been able to gather about him. And it also means that a 
standardized achievement test by itself is never a fair basis 
for evaluating the work of a student or a teacher. 

On the other hand, standardized achievement tests can 
be very useful for teachers who want to have some other 
basis than their own “home-made” tests for evaluating the 
work of students. Standardized tests are often very helpful 
in diagnosing particular weaknesses in skill subjects. Or per- 
haps a teacher feels that his class is particularly strong in 
reading, but poor in arithmetic, and wants to check this 
hunch against some standard or norm. If such tests are used 
in this manner, no complaint can be lodged against them. 
But if they are used to “abel” students, or if a teacher comes 
to feel that he is a failure because of the scores made by his 
class on a standardized test, then we say that the tests are 


being misused. 


TEACHER EVALUATION 


THE TEACHER RATES HIMSELF 


Our discussion of evaluation and diagnosis thus far has been 
Ocused on students. Most teachers realize that when they 
evaluate the progress of a student, they are, to a very large 

egree, evaluating themselves. When ‘a student fails, it 
Means that the teacher has failed, also. Perhaps both teacher 
and student failed for reasons beyond their control. On the 
Other hand, perhaps one or the other could have prevented 
the failure. Perhaps the teacher could have created a class- 
room atmosphere which would have encouraged the student 
to try harder and succeed. Inasmuch as the responsibility 
Or success and failure is a shared one, the teacher who lim- 
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its his evaluation to the grading of students is overlooking 
an opportunity to learn some valuable and useful informa- 
tion about other important aspects of the classroom scene. 
In short, we might raise the question: How well does the 
teacher succeed? 

We get a certain amount of data from our own observa- 
tions. We try a different approach to the teaching of arith- 
metic and discover that students are more confused by it 
than they were by the former method. So we drop the newer 
approach. Or we are aware that a certain part of the cur- 
riculum always causes some difficulty in our classes. So we 
work with it and worry with it until it functions more 
smoothly. Or we overhear a student say something about a 
nervous habit we have which distracts the class, and we 
resolve to stop it or at least keep it under better control. And, 
what is most important, we develop, over a period of months 
and years, a general idea of our over-all effectiveness as 
teachers. We have no precise data from which to draw these 


conclusions; we depend largely on estimates—on the “feel” 
of the situation. 


STUDENT APPRAISAL OF TEACHERS 


it would appear that we would have an even better idea 


Ais es 5 ot ne aeir our students have of us. It 1s 
one’s rece = i, ly students like me,” and to base this 07 
ree an a bts uation of the Situation. It is quite another 
en de si er ob ssn like me,” and to base this 0? 
anonymous oe p S statements students have made 0? 
that the sm hi What we are proposing here s 
ete should, from time to time, ask students tO 

ettectiveness. This could be done regularly at the 


r it might be done at the conclusio” 
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E the use of pupil ratings of teachers. Remmers and 
age list six pairs of arguments for and against their use: 


l. Against: Pupils cannot distinguish good teaching from 
bad teaching; they are incompetent to judge either the meth- 
ods or the results. For: Remmers and Gage reply that even if 
this argument is true (which they doubt), it is important to 
find out what attitudes pupils have toward the teacher, be- 
cause such attitudes do exist and, furthermore, they exert such 
a powerful influence on the effectiveness of instruction. If atti- 
tudes are unfavorable, then it is unlikely that the teaching is 
very effective. “You can lead a horse to water, but you cannot 


make him drink.” 

2. Against: Asking pupils to r 
the purpose of teaching is to p 
teaching pleases them is the best kir 
teaching should be adjusted with 
The authors reply: “This argument may be answered on the 
grounds that the best educational process îs in essence demo- 
Cratic, and the use of pupil opinion makes possible a whole- 
Some kind of cooperative effort to improve the learning situa- 
tion [18].” 
_ 8. Against: Pupils are inclined to make off-hand or snap 
judgments and are therefore unreliable. For: The authors re- 
ply that their evidence shows that the ratings of students are 
tang in reliability to that of most standardized achievement 
ests, 

4. Against: Some teachers are afraid that the ratings of pu- 
Pils might be biased by such factors as the amount of work 
required, their interest in the subject, the difficulty of the 
subject, the reputation of the teacher, general attitude toward 
school, and a lack of seriousness. For: Remmers and Gage re- 
ply by saying that their research has shown that these objec- 
tions are groundless. For example, there is little correlation 

etween grades received by individual pupils and the ratings 


they give teachers. , 

5. Against: Another objection is that pupil ratings tend to 
disturb the morale of the teaching staff and lead to hostility, 
anxiety, discouragement, and to attempts to cater to pupil 


ate the teacher is to imply that 
lease children, that whatever 
ad of teaching, and that all 
these ends in mind. For: 
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opinion. For: The authors suggest, in reply, that teachers 
should be permitted to keep their ratings confidential. 

6. Against: Some argue that pupil ratings disrupt the morale 
of the pupils in that they may come to feel that they are judges 
of the worth of teachers, curricula, and school activities. For: 
However, the evidence so far is that pupil morale is improved, 
rather than worsened, by opportunities to rate teachers [19]. 


From the standpoint of mental health in the classroom, it 
would appear that pupil rating of teachers would help to 
accomplish several of the objectives we have discussed in 
this text. It imparts a democratic flavor to the activities of 
the classroom, because it gives the teacher an opportunity 
to share some of the direction of the learning experience 
with children. Asking children to rate one’s teaching is a 
tacit way of saying: “T have confidence in your ability to rate 
me objectively. Your opinions are valuable to me. I do think 
that my teaching can be improved, and I am asking you to 
help me improve it. The fact that I give you grades at the 
end of the term means to me that I accept your right to give 
grades to me. In this way, we both find out how we are 
doing.” 

The use of pupil ratings probably will never become a 
regular part of school practice as long as power and au- 
thority are such important factors in the educational scene. 
The more that teachers and administrators feel insecure 
and depend upon power for their effectiveness, the less they 


are likely to use this means of evaluation. This is not a device 
which teachers sh 


be forced to be democratic an 
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and by the present author [21, 22] demonstrate some of the 
ways in which pupil ratings can be used to improve teach- 


ing. 


EVALUATION OF THE SCHOOL’S MENTAL- 
HEALTH PROGRAM 


One of the special problems that teachers and adminis- 
trators face is that of evaluating the extent to which the 
school is meeting the mental-health needs of children. Per- 
haps it is better to say that this is a problem that we should 
ace because as teachers and administrators we appear to 
e more concerned with the evaluation of the academic as- 
Pects of the curriculum than with its mental-health aspects. 
is is partly because academic learning lends itself to 
Measurement much more easily than does growth and ma- 
turity in mental health, partly because we are not, as a pro- 
ession, as aware as we should be of the importance of 
mental-health goals and objectives in education, and partly 
ecause of the emphasis that academic learning has tradi- 
tionally received. 
et, assuming that we are now willing to face the need 
or evaluating mental-health phases of the school program, 
Ow do we go about it? How can we determine whether 
Oys and girls are becoming more mature, emotionally and 
cially speaking? How do we know what effects we are 
ving on their mental health? 
: The first step we must take if we plan to do such evalua- 
lon is to determine what kinds of behavior we can recog- 
nize as emotionally mature for various age levels of children 
that is, what can and should we reasonably expect in the 
Way of behavior of children in our school? We should ex- 
amine these kinds of behavior carefully in the light of com- 
Munity patterns of behavior and social background, in terms 
°t individual as well as group behavior. Then we aed 
Mine what areas of behavior are likely to be modified, 
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changed, encouraged, or guided by the school. Our next step 
is to examine our school program to find out what we are 
doing or should be doing to bring about the desired forms of 
behavior. Following this step, or, rather, concurrently with 
it, we look for evidence, both positive and negative, that in- 
dicates the extent to which our objectives are being met. 
Finally, we use the data gathered in our evaluative study as 
bases for reworking and revising our curricula, methods, and 
school programs. We may even decide that some of our 
goals and objectives need modifying. 

Gathering evidence is a crucial part of an evaluative pro- 
gram, but it is no more important than the other steps. Un- 
less we know what we are looking for, unless we have some 
frame of reference which will lend meaning to the informa- 
tion we gather, much of our work as evaluators is wasted- 
However, assuming that we have done a reasonably good 
job of planning up to the point of actually gathering data, 
what techniques shall we use? 

Probably standardized personality questionnaires are not 
of much help to us here—partly because these tests, as al- 
ready noted, have a low validity and partly because they are 
most useful as aids to understanding the problems of indi- 
vidual children. Sometimes a test like the Mooney Problem 
Check List, which gives children an opportunity to indicate 
the problems that are troubling them, can be useful to the 
extent that it will show where the major areas of difficulty 
are among the students at various age levels [23]. This kind 
of information can be helpful in planning curricula. Perhaps 
administering the Check List to children at the beginning 
and at the end of a school year will reveal gross changes in 
the kinds of problems experienced by children, and will thus 
indicate, indirectly, whether there have been any changes 
that might be attributed to the school program. Howevel) 
such data must be handled and interpreted with much care 
because of the possibility of misinterpretation, For example, 
the “disappearance” of a problem may have nothing to do 
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with the school program, but may be the result of children’s 
passing into a new stage of development. Or it may be that 
the bettering or worsening of a problem may be the result of 
changes taking place within the community or the nation 
rather than within the school. 

Sociometric devices can be useful tools in gathering data 
related to mental health, both of individuals and of groups. 
A sociometric pattern ina class that consists of small, closely 
knit groups, with few intergroup choices and many “isolates” 
or rejected persons, is not as indicative of good mental 
health as is a pattern characterized by “chains” of friendship 
and few isolates. Therefore, a teacher who is attempting to 
build a cohesive group in his classroom can use sociometric 
tests at intervals as a way of determining the extent of his 
Success. The sociometric chart will also show the progress 
made by the shy, retiring child or the hostile, aggressive 
child who is rejected and who later changes his behavior 
and becomes a part of the group. 

Teachers sometimes use attitude questionnaires—either of 
the standardized or teacher-made variety—to measure stu- 
dents’ attitudes toward various aspects of life. These are use- 
ul particularly in gathering some special kinds of informa- 
tion. The information they provide must be interpreted very 
carefully, Sometimes students are cynical or apathetic and 
check attitudes they actually do not possess. More often, 
they check responses indicating attitudes that they are sup- 
Posed to develop as a result of the course, attitudes that they 


may even believe they possess, even though objective obser- 
Vation fails to confirm this belief. For example, students may 
and may mark attitude ques- 


think A ` 

: they believe in fair play 

ionnaires so as to indicate their feeling in this regard. At the 

Same time, the same students may play a dishonest brand of 
ool fraternities that are 


Sotball or may belong to high sch 
anned by law because of their undemocratic exclusiveness. 


uch inconsistencies and gaps between self-concept and 
&ctual behavior are of course not limited to students. 
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Another approach is to ask students to rate a teacher or a 
course or a total school program—anonymously, of course. 
Since students are not thereby asked to rate themselves, 
their responses are likely to be more objective than when 
they are asked to rate their own attitudes. However, even 
when they are asked to evaluate the education they are re- 
ceiving, students may feel led to indicate answers that they 
feel are expected of them rather than those that are indica- 
tive of their real feelings. The present author has described 
an approach that attempts to get at the more subconscious 
evaluations of students [22]. In spite of this possible source 
of bias, it is the feeling of this writer that teachers can learn 
a great deal from the anonymous evaluations of students. 
Some things students say will be hard to accept, but if the 
teacher can accept it and use this kind of criticism, it will be 
of great help in developing an emotionally healthy atmos- 
phere in his classes. 

The real test of a school’s mental-health goals is likely to 
be found in the student’s actual behavior. Since it is imposs!- 
ble to observe all the students’ behavior at all times, either in 
school or out, we must content ourselves with observing 
small samples of behavior, We may sample behavior by 
making anecdotal studies of the behavior of a few students, 
or we may do so by informal, subjective observations of the 
classroom scene and the organization and policies of the 
school. The latter approach is one that is employed in a list 
of suggested criteria drawn up by the National Council of 
Independent Schools for appraising mental health in @ 


school. Some of the questions the Council raises are as fol- 
lows: * 


1. What kind of respect is accorded the learning that comes 
by way of activities? For instance: 


Fine Arts Music Industrial Arts _ 
Rhythms & Dancing Dramatics Physical Educatio” 


3 The complete list of the Council’ iteri fi in the A’ pendix 
of this book under the headings Sooner May, be found in the AP 


ng: Some I: fries Hel in A aising Men- 
tal Health in a School. 5 rT ES M lala 
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A. Are they fully respected? 

B. Are they reserved for those with special talent? Is there 
any taint of exploitation of the young people involved? 
Is there too much “perfection” seeking? 

C. How much time is assigned to them in the school pro- 
gram? At what time of the day? 

D. Does the school plant reveal the results of the shop and 
the studio? 


bw 


. Is there a pooling of insights by the adults who deal with 

each child to the point of a shared approach? 

8. Do the children have a sense of belonging, each one to 
something in which he is a responsible participant? 

4. Is the teacher-pupil relationship sentimental, exclusively 
academic and disciplinary, or is it essentially a positive, con- 
tributing friendship? 

5. Is there sufficient leeway a 

and without for pupils to fumble 


lowed both within the classroom 
and make mistakes [24]? 


All teachers evaluate their work through some sort of 
More or less subjective appraisals, based partly on feelings 
they develop regarding what goes on in the classroom 
bis partly on their awareness of what goes on within 
themselves. Although these estimates lack scientific accu- 
Yacy and are open to bias, they should not be ignored. Very 
Often the teacher who lives and works with a class can pre- 
Sent a clearer and more perceptive picture of the mental- 
health picture of his classroom than could be gained from a 

Ozen tests. The better his insight and understanding, and 
the more he has learned about human behavior and motiva- 
tion, the better able he is to make a report that is clinically 
valid. However, this “clinical evaluation,” like other subjec- 
tive forms of appraisal, should be supported, ble 

Y measures that are more objective. In other words, a clini- 
Cal picture of the mental health in a given classroom gains 
validity if it is substantiated by sociometric records, anecdo- 
al data, student evaluations of classroom experiences, and 


Simi 
milar material. 
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THE TEACHER AS AN EVALUATOR 


AN IMPORTANT part of being a good teacher is ry 
good evaluator. This implies the ability to appraise t 4 Ka 
havior and work of children in a variety of ways an s 
tings, as well as a willingness to use a number of — a 
approaches to gather data which may be used as a ave “3 
evaluation. The teacher who is a good evaluator needs etka 
both empathic and objective. He needs to be aware o Ta 
moods, feelings, and problems which children face in - 
classroom and in the world outside, and he needs to se 
these needs, feelings, and problems in their true proportion 
and in relationship to each other. Being a good ealan 
also implies a readiness to evaluate oneself and to ee 
oneself to be evaluated by others. It is a demanding role, on 
that requires integrity, balance, and a sense of inner aire | $ 

Being a good evaluator does not mean giving a lot of tes a 
It may, in fact, lead to a reduction in the amount of m 
given. The fact-finding committees who participated in t 7 
Midcentury White House Conference on Children an z 
Youth raised the question of whether we do not tend to over 
stress the use of tests and measurements in our schools. They 
felt that the pupil of today is 


likely to feel himself under constant scrutiny, which to him 
may seem more unrelenting and critical than enlightening rae 
helpful. Even when, as is ever more usual, he participates x 
the appraisal, he asks himself how he is doing, so to say, mor 


frequently and persistently than is perhaps healthy. In addi- 
tion, his teacher may sometimes c 


than guided, with inevitable repe 


In his role as an eva 


napa. 
luator the teacher needs to maintain 
flexible approach to s 


tandards. He will not expect Jose t° 
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read as swiftly and easily as Virginia. This is partly because 
Jose comes from a bilingual background, partly because he 
does not think that being able to read is very important, and 
partly because he has many problems at home. Howard has 
the highest IQ in the class. He enjoys school work; so the 
teacher will expect him to do something extra when his regu- 
lar assignments are completed. If he does not keep a little 
extra pressure on him to do this, he is likely to get into some 
form of harmless, but disruptive, mischief. 

In short, he develops standards that are appropriate for 
children at various levels of competence and emotional ad- 
justment and in various situations. Flexibility does not mean 
that he gives up standards altogether or abandons them in 
the spirit of mistaken tenderness because children some- 
times complain. After a while, he learns to distinguish the 
legitimate complaints (yes, even the silent complaints) of 
those who are taxed beyond their ability, from the groans 
and gripes that students often utter as bids for sympathy or 
as part of a normal pattern of resistance to hard work. Learn- 
ing is hard work. It often involves changing old, familiar 
Points of view and ways of doing things for new and untried 
Concepts and skills. It is perfectly natural for students to re- 
Sist somewhat and to state a preference for the older, less 
ecient ways. The pleasant part of learning usually comes 
after the learning has taken place, when one finds out how 
much better a new method works or how satisfying and ego- 

uilding it is to learn something that the children do not 

now in the next lower grade. But the process of arriving 
at this learning is often painful or wearisome, both for stu- 
dents and for teachers. It is no wonder that the immature 
Part of children (and adults, too) causes them to want re- 
assurance that they do not have to learn this new skill or 
concept after all. And so students ask teachers to go easier, 
to lower standards, to be less demanding. 

Again, as we have said, an experienced and effective 
teacher will know when standards can be modified, but he 
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will also know that children need to be told what the stand- 
ards are and what progress they are making if the school is 
to help them to grow intellectually, socially, and emotion- 
ally. 
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THE TEACHER: PROBLEMS 
OF ADJUSTMENT 


TEACHERS SHOULD BE CONCERNED ABOUT 
THEIR OWN MENTAL HEALTH 


IT is probably both trite and unnecessary to say that the 
chief concern of the teacher should be for the welfare of 
the children who come under his supervision. It is not so 
Obvious that a teacher must also be concerned for his own 
Welfare as well, if he is going to continue to function as an 
effective teacher. The most effective teachers are those who 
are able to maintain a fairly even balance between these two 
Concerns—they are considerate of the mental health of their 
Pupils, but they are careful of their own as well. Rudolf 

reikurs touches on this dual aspect of our responsibilities 
when he suggests that the best approach to children is char- 
acterized by kindness and firmness—kindness, because of 
one’s respect for the child as an individual, and firmness, be- 
Cause of one’s respect for oneself [1]. An effective teacher, 
therefore, will be one who will take on an extra heavy bur- 

en when the need arises, but who will not chronically over- 

urden himself to the detriment of his mental and physical 
Nealth. A teacher who is under continual emotional strain 
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cannot help but produce an adverse effect on the children he 
supervises. 

The stresses and strains of the classroom, like so many of 
the other emotional factors in life, frequently escape our im- 
mediate notice. Because of this, teachers often find that they 
are becoming short-tempered or depressed or overfatigued 
without being consciously aware of the pressures which 
affect their everyday existence. It is our purpose, in this first 
portion of this chapter, to review some of the sources of 
pressure and tension with which all or most teachers must 
cope with as they perform the functions of their profession. 


SOURCES OF TENSION AND ANXIETY 


Tue teacher is one of the most “exposed” persons, psy- 
chologically speaking, in the professional world today. He 
works under the direct or indirect scrutiny of twenty-five, 
thirty, forty, or more children, of principals, supervisors, anc 
superintendents, of parents, of the school board, of the teach- 
ing profession itself, and of the community at large. All these 
individuals and groups feel that they have, or ought to have, 
something to say about the way in which he does his job: 
they all have thoughts and feelings about what kind of pe 
son he should be. Add to this the personal scrutiny of the 
teacher himself, for he is often his own severest critic. 

In some of the earlier chapters of the book, when we were 
discussing the formation of the personality of the child, we 
laid great stress on the fact that anxiety is produced by in- 
terpersonal relations. Merely to associate with other peop’ 
is to develop some anxieties, both of the normal and the 
neurotic variety. Much of the pressure that the teacher pe 
ceives in his daily work stems from his relations with his 
class. Some of this is produced by the expectations that each 
has = the other—the class has certain expectations of phie 
w er, and the teacher has certain expectations of the class 
Students wonder whether they can live up to the teacher's 
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expectations; the teacher wonders whether he can live up to 
the expectations of the class, as well as the expectations of 
those who employ him, not to mention his own expectations 
for himself. The anxiety that arises from expectations can be 
a normal sort of anxiety; it creates a tension or desire to do 
one’s best, to try to meet the expectations. Or it can be a 
neurotic sort of anxiety, particularly if the expectations are 
unrealistic or exaggerated. 

To be completely realistic, however, the teacher cannot 
Completely measure up to all the expectations that he has 
for himself and that others have for him. For one thing, most 
of his expectations are end goals or hopes. It may be his aim 
or hope to turn out thirty-five fourth graders equally com- 
petent in the processes of long division. But he knows that 
there are many factors and forces which will prevent his 
realizing this objective. Yet he keeps this goal in mind as he 
works with the children on their arithmetic throughout the 
year. For the most part, he behaves as if this goal were going 
to be achieved. To be sure, he makes an adjustment here and 
there. He really does not expect the Wellman twins to learn 
long division—they are two years retarded in mathematical 
skills. And there are two or three others who never seem 
able to take arithmetic seriously. But he keeps a moderate 
amount of pressure on even these children, indicating that 
Ne expects them to try to do the work, and that he will help 
them if they need him. m , 

When the end of the year comes, he administers a diag- 
Nostic test and finds that twenty-two of the thirty-four chil- 

ten have a very good grasp of long division, seven have 
what might be called a “marginal” understanding, and five 
show no ability at all. Has he failed? Well, it depends on his 


Concept of failure. If he were one kind of a teacher, he might 
take a very severe point of view toward himself for having 
fallen so short of his goal. If he were another kind of a 
teacher, he might feel satisfied at having done as well as he 


ha 
d under the circumstances: 


ENT 
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ATTITUDE TOWARD FAILURE 


Indeed, it is quite likely that the teacher's eatin 
failure will be the most central factor in his abili y oe 
to his role as a teacher, to derive Satisfaction oie l e 
from his profession, and to avoid the more or less sett 
solutions which provide temporary relief from Sane E 
hurt feelings. Because teaching is the p 
posed profession that it is, there is much opportunity ‘ie 
ure. We have mentioned the possibility of failure aa nie 
not living up to one’s expectations. We have noted A 
that there are hosts of others who have expectations : a a 
teacher. The “failure potential” of these expectations a i 
For one thing, people do not agree regarding their expe a 
the employers’ group may a 
the teacher to spend most of his time drilling children in 


go about his business of teaching 
in the face of all these expecta 
that most teachers are able to de- 
a high degree—fortunate from the 
mental health as well as that of theit 


“the best he knows how,” 
tions. It is indeed fortunate 
velop these qualities to 
standpoint of their own 
pupils. 

Newer teachers are 
and are more vulnerab 
and pressures, More ex 


: e 
probably at a greater adra 
le when it comes to these m 
perienced teachers know better wher 
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they stand with themselves and with others. For example, 
an experienced teacher who knows that he is doing a satis- 
factory and competent job of teaching is less likely to be 
disturbed by the anxious concern of parents or employers 
about certain aspects of the curriculum in his school. His 
firmness and balance when discussing the subject with lay 
people demonstrates that he regards himself as a competent 
Professional person who knows what he is talking about. He 
can sympathize with their concern because he has felt some 
of it himself, But he has dealt with the problem more di- 
rectly than they have and has a more realistic grasp of the 
total educational situation. His security has deep roots: it 
stems from the sound relationship he has developed with the 
children in his classes, from the successes he has had in help- 
ing children to learn, and from his ability to be realistic 
about the failures and frustrations which are inevitable in 
teaching. Indeed, his ability to accept these failures and to 
learn from them is a major source of strength. 

But let no one think that this kind of inner strength is easy 
to come by. As we have noted elsewhere in this text, the 
Very competitiveness of our culture leads us to place too 
much stress on failure—we are too prone to interpret ambig- 
uous results as failures and to become anxious and fretful 
when we do not have maximum success. This is one of the 
reasons why teachers, particularly new teachers, need to be 
Such careful evaluators. The conscientious teacher who is 
Continually gathering data and information relating to the 
effects of his teaching on the learning of children is not only 
in a position to use this material in improving his teaching, 
but he is also in a better position than anyone else to know 
the extent to which he is meeting his expectations for him- 
Self. The more he knows about the success and the failure of 

is methods and the more he knows about how they are re- 
ceived by students, the firmer the base for his attitudes and 
Concepts regarding himself. The teacher who does 7 thor- 
ough job of evaluation knows more about himself as a 
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teacher and as a person; he has a firmer basis for self-under- 
standing and can face the world with more secure footing, 
psychologically speaking. 


THE LACK OF STATUS AND 
APPRECIATION 


One of the factors that sometimes annoys or depresses 
teachers, particularly in small towns and closely knit com- 
munities, is the general reluctance of the townspeople to 
accept the teacher as a person, aside from his professional 
role. This isolation is more likely to be experienced by un- 
married women teachers, One teacher expressed it by saying: 
When I first came to “x” City, I felt like a social wallflower. 
True, everyone was “nice” to me and all that, but I never got 
asked to people’s homes—I never was accepted into any of the 
groups in the town. But after I married, things changed almost 
immediately. Now I am active in several s 
are asked out all the time. In fact 
in keeping my social lif 
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Needless to say, being socially isolated makes it somewhat 
more difficult for teachers to cope with the stresses and 
strains and emotional problems that inevitably arise from 
teaching. We shall have more to say, later in this chapter, on 
the positive side of the teacher's status. 

i In any kind of social-service occupation, in any occupa- 
tion where professional workers try to help others, there are 
bound to be failures, frustrations, and disappointments. If 
the general mental health of the teacher is good, and if the 
emotional pressures of his job are not too great, he can an- 
ticipate and accept most of these unfortunate circumstances. 
But if, on the other hand, these desirable conditions do not 
obtain, he may develop occasional or even chronic feelings 
of not being appreciated by students, parents, or even the 
community as a whole. And it is quite likely that teachers, 
taken as a professional group, are not appreciated by society 


as much as they should be. This attitude, in turn, may be 
of information as to the role 


related to the lay public’s lack 
of the teacher, the importance of education, the difficulties 
inherent in the task of educating the young, and the vast 
amount of professional training and experience it takes to 
make a good teacher. Although there are some lay groups 
that are sufficiently interested in education to want to do 
something to help teachers feel more appreciated, it is quite 
probable that the major effort must come from teachers 
themselves. 
On the one hand, there is a need for an increasingly effec- 
tive, many-phased program of public relations, which is an- 
other way of saying that teachers need to improve their com- 
munication with the general public. On the other hand, there 
is also a need for teachers to take therapeutic measures to 
help themselves when psychological and emotional pressures 
ecome severe and the feeling of not being appreciated be- 
comes both acute and chronic. In other words, teachers 
should be permitted and encouraged to use psychological or 
Psychiatric consultation when they need help with emo- 
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tional problems growing out of their professional or personal 
life. More and more professional workers in all fields, includ- 
ing teaching, are finding that either brief or extended psy- 
chotherapy is helping them to be happier and more effective 
in their work. Although a generation ago it was considered a 
sign of mental weakness to seek out help of this sort, today 
there is a growing awareness that the teacher who refers 
himself for psychotherapy shows integrity, courage, and the 
willingness to grow and improve. Perhaps the time will come 
when school departments or teachers’ organizations will 
make psychological consultation available on a free or mini- 
mum-fee basis for any member who desires it. Such a service 
should do much to improve the mental health of teachers 
and the emotional climate of the classroom. It does not make 
good sense for a teacher who is troubled by a problem of 
emotional health to continue to work below his best level of 
effectiveness and to inject his personal unhappiness into the 
lives of the children he supervises. When we come to recog- 
nize more fully the relationship between the mental health 
of teachers and the mental health of their students, the way 
should be cleared to provide some of these necessary serv- 
ices, 
Some school departments are beginning to meet some of 
these needs in a very tentative way by organizing discussion 
groups of teachers. While the members of such groups 
seldom delve into problems of a distinctly personal nature, 
the op portunity to get together with other teachers and dis- 


cuss the problems of the classroom often helps them to elimi- 
nate or red 
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course, overlook the fact that a similar function may also be 
served by supervisors who are understanding and unusually 


perceptive. 


PSYCHOLOGICAL DEMANDS MADE 
BY OVERCROWDED CLASSES 


Heavy demands made upon teachers rank high among the 
mental-health hazards in the profession. For example, one 
study of such hazards reported that “teaching load too 
heavy” and “overcrowded classrooms” were the two factors 
most often mentioned [3]. Such demands absorb much of 
the physical and nervous energy of the teacher. On the other 
hand, the studies that have been made on the effect of class 
size on learning appear to show that the size of a class has 
little effect on the knowledge and skill of children as meas- 
ured by standardized tests [4]. However, there are two 
other factors which are generally omitted by such studies. 
One is the growth in emotional and social maturity that is 
implicit in the more basic goals and objectives of the school, 
and the other is the wear and tear on the mental health of 
the teacher, One is tempted to say that responsibility in- 
Creases geometrically rather than arithmetically when classes 
are enlarged. That is, the responsibilities which weigh upon 
the shoulders of the teacher are considerably more than 
doubled when the class size is doubled. The interpersonal 
relationships in a class of forty are infinitely more complex 
than in a class of twenty, and the problem of building a 


*Such studies are often disconcerting to teachers’ committees and other 
ata to support campaigns for reduc- 
ings run counter to the supposition that 
ffective when classes are smaller. However, 
Jooked is that one of the bi beara? of ve 
Smaller i i use better teaching methods—methods 
i class ds the opportuni oe i of individual students. We 
i tudy showed no difference in results between 
if a lecture-and-quiz method were used in both 
d were that of the group dis- 
Cussion or the project or the panel discussion, it is quite possible that there 
Would be more significant differences between large and small groups. 


516 THE TEACHER: PROBLEMS OF ADJUSTMENT 


cohesive group becomes far more difficult. It would seem, 
too, that goals like “social maturity,” which involve learning 
to cooperate, are harder to achieve in large classes. 
Probably many school boards and even a few administra- 
tors condone increases in class size as a way of getting more 
work out of teachers. This policy may even be effective up 
to a point in a few cases, particularly in the case of those 
teachers who work better with heavy loads than with lighter 
ones. But let us assume that a teacher is already spending 
some fifty hours a week or more on school work (this is quite 
usual). Adding more students to his class will very likely 
lead to his providing a different and less valuable kind of 
service for his pupils. He will spend more of his time on pa- 
per work—making reports, reading and grading papers— 
and less of his time in personal contact with children. Those 
children who need individual help would receive less of his 
time and attention because he would have less to give. Per- 
haps he might increase the number of hours he devotes tO 
school work, but this would not be in the best interests of his 
own mental health. If he is a conscientious teacher, he would 
probably say that he was already doing less for the children 
in his class than he would like. Thus, increasing the size O 


his class will also have the effect of aggravating his feeling 
of failure, inadequacy, and anxiety. 


THE CONFLICT BETWEEN POWER 
AND LOVE 


Still another source of anxiety may be found in the conflict 
oe foles that is inherent in much of what the teacher does: 
In its most basic sense, this is the conflict between power 
and love—if by love we include such things as understand- 
ing and acceptance. One form of this conflict may be seen a 
the dilemma faced by Miss Penn, when she discovered that 


Helen had copied her answers in the spelling test from Jom” 
than, who had been sitting next to her. 
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Miss Penn felt that she knew why Helen had done this be- 
cause she had been watching her during the past few weeks. 
Helen had joined the class only a month before and so far had 
not been accepted into any of the cliques. She was a plain little 
girl, more poorly dressed than the other girls in the room. 
Miss Penn wondered whether that had anything to do with 
the fact that she hadn’t been accepted. Of course, Helen had 
a very shy manner and tended to hang back in classroom dis- 
cussions and in playground games. The only one in the room 
that Helen felt at all close to was Miss Penn. Knowing that the 
child had no one else to talkto, Miss Penn had not discouraged 
attempts to be friendly, although she felt that being too 
friendly with the teacher might not help Helen’s relations with 
the other children. Helen was retarded on the average of one 
grade in most of her work, This accentuated the differences 
between her and the other children in the class because most 
of them were a half year to a year and a half advanced. Miss 
Penn felt sorry for Helen when she made valiant efforts to 
keep up with the rest of the class; she knew that one of the 
things that Helen was trying to do was to please her—Miss 
Penn. She wanted desperately to do what the teacher expected, 
to please the one she loved. , 

And so it seemed to Miss Penn that Helen's cheating was a 
sort of desperate effort to produce a perfect paper, to get at 
least one A. She was not sure that this was the case, of course 
—one can never be sure about such things—but it seemed to 
be a reasonable hypothesis. As far as she knew, Helen had 
never cheated before. She always seemed scrupulously honest. 

Miss Penn thought about her many-sided dilemma. On the 
one hand, she was tempted to ignore the matter and give 
Helen the A—the girl needed reassurance so badly. Yet she 
knew that this would not be wise. She knew that she would 
have to talk to Helen about the matter, and she would try to 
use her most sympathetic and understanding manner. But 
there was another difficulty. Mr. Cohan, the principal, had 
told the teachers only yesterday that he was a e 
the amount of cheating that was going o inthe schoo" An 
that for the next week he wanted every child caught cheating 
Sent to his office. Mr. Cohan was a well-meaning man, but he 
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could be very gruff at times. Miss Penn wondered whether 
she dared ignore his order. She was sure that Helen would 
not be helped by a visit to the principal’s office. As a matter of 
fact, it would really “finish” her, as far as the other girls of 
the class were concerned. Miss Penn sighed. Sometimes she 
wished that her fifth-grade girls weren’t so moralistic. . . . 


The dilemma faced by Miss Penn is essentially one of 
trying to decide whether justice or mercy should prevail. In 
essence, Miss Penn has to decide whether she is an authority 
figure, a functioning member of the organization of the 
school, or someone who is free to consider the interests of 
this particular child. In resolving her dilemma, she must also 
consider about the effects of her actions on the rest of the 
class. Perhaps they are aware that Helen has cheated and 
are watching to see how the teacher handles the matter. No 
matter what she decides to do, she runs the risk of offending 
someone. 

A similar dilemma is involved in the assignment of grades. 
Should grades be assigned in terms of their effect on chil- 


dren? Or should they merely reflect the level of competence 
the child has reached? 


According to the marks Grace received on her tests, she 
knows more about geography than any child in the class, but 
she has not worked nearly up to capacity. On the other hand, 
Sylvia has tried so hard. She did all her assignments with 
meticulous care and her cooperation on the group projects was 
an Inspiration to the whole class. Perhaps the very low grades 
she got on tests were more influenced by her reading difficul- 


ties than they were by her lack of knowled D 
f hy. 
seems a shame to discourage ker P ca ae es 


To a greater or lesser degree, all teachers have to resolve 
similar dilemmas as they switch their roles from that of the 
kindly, understanding leader of children to that of the school 
functionary who has to see that the rules are obeyed. Some- 
times this change in roles is dictated by situations or forces 
beyond the immediate control of the teacher, as was the case 


\ 
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in Miss Penn’s dilemma, and sometimes this occurs because 
teachers find that they are unable to control or motivate 
their classes without the use of power. Very often, of course, 
teachers do not give other methods a chance and employ 
power methods because they feel, for real or fancied reasons, 
that they cannot depend on children’s ability to motivate 
themselves. 


THE LEARNING OF ROLES AS A DEFENSE 
AGAINST ANXIETY 


Wuenever there is a conflict’ in roles, whenever the 
teacher has trouble in making up his mind “who he is,” anxi- 
ety is almost certain to develop. The teacher who is new to 
the profession has more trouble with this problem than does 
the experienced teacher, although the latter is by no means 
immune. The inexperienced teacher has not yet discovered 
what roles he should play in coping with the problems of 
teaching, Actually, much of the teacher's adjustment to the 
profession involves learning to play roles which are comfort- 
able and appropriate. The new teacher comes into the pro- 
fession with certain ideas of the kind of role he would like to 
play; he has had some experience in playing teacherlike 
roles in other settings. (One study of college students enter- 
ing teacher training showed that 85 percent of them had 
taught in church schools, 12 percent had substituted for or 
helped teachers in school, and 9 percent had taught in the 
Armed Services [5].) Much of the time in his first few years 
of teaching is spent in trying out ideas, enacting previously 
learned roles, and depending on hunches to determine their 
effectiveness. As the teacher begins to find the roles that are 
effective and comfortable, many of his problems disappear 
and his anxieties diminish, for when he faces the various 


situations which are a part of the job of being a teacher, he 
knows what to do, he knows what to expect of himself, and 
s. Much of the anxiety of 


he knows what to expect of his clas 
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being a new teacher stems from not knowing what will nape 
pen next and not knowing what to do about it. By sel 
to play certain professional roles, some of the de ab 
and unpredictability is removed from the teaching i re 
Thus, the learning of a professional role (or roles) nelp 
teachers to reduce or minimize much of the anxiety which is 
inherent in teaching. 


ROLES CAN HAVE A NEGATIVE EFFECT 


Of course, roles can also serve a negative function: some- 
times teachers come to depend on the sequences of eat 
and activities which are a part of their roles and they oe. 
reluctant to try new methods and procedures, Essential y 
they are afraid that if they do not follow their tried and true, 
albeit somewhat inefficient, routines, they will again be ex- 
posed to the anxiety which caused them to develop the Kon 
tines in the first place. This is one of the reasons why it is 
difficult to get even com 
classroom reform, even t 


wise administrators often i 
teachers to change their 
portunities to initiate ch 
pace. Occasionally, 
tempt to reform the 


pportunity to participate in oF 


e 
proposed change, teachers becom 
anxious, upset, and insecure, 
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by influencing the group climate. When teachers are dis- 
turbed, they are likely to develop autocratic or laissez-faire 
climates. This is why administrators must proceed so cau- 
tiously when changes are contemplated, why they must 
sometimes postpone changes to more propitious times. Some- 
times, of course, the change is so essential that it must be 
carried out in spite of tensions and hurt feelings, in which 
case the best remedy is to provide ways of permitting people 
to express their anxieties and discuss them freely. However, 
the important point is that aggravating the anxieties of 
teachers impairs their effectiveness and results, in the final 
analysis, in an increase in the anxieties of the children they 


supervise. 


THE EFFECTS OF EMOTIONAL STRAIN 
ON TEACHERS 

in the light of the fact that anxie- 
ties are so much a part of teaching, whether teachers suffer 
any ill effects from the stresses and strains to which they are 
subjected. According to one study, they are at least no more 
likely to develop serious mental disease (psychosis) than 
any other group in the general population [6]. However, a 
Survey of patients referred to the Mayo Clinic in Rochester, 
Minnesota, reveals that teachers are somewhat more likely 
to be affected by diseases and ailments which are associated 
with neurotic trends (emotional maladjustments ) than are 
persons in other occupational groups [7]. After making a 
survey of several school systems, Norman Fenton reported 
that 22.5 per cent of the 241 teachers employed therein 
could be classified as “maladjusted.” The same proportion of 
maladjustment also applied to the 54 administrators of these 
schools [8]. Naturally, there are insufficient data in these 
studies to serve as a basis for making generalizations about 
the entire teaching profession, but they do confirm what 
many observers already suspect, namely, that the stresses 


We may well wonder, 
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and strains of the teaching profession do not often lead to 
complete mental breakdown, although they may aggravate 
certain emotional disabilities. 


EVERYDAY STRESSES AND STRAINS 


A graphic description of some of the stresses and strains that 
teachers experience in their work is provided by the daily 
log of one of a group of teachers who were asked by Alice Vi 
Keliher to record the incidents in one day that seemed sig- 
nificant for their own mental health. 


Each morning finds me enthusiastic, and I sail into school 
ready for work. Unfortunately, this pleasant frame of mind 
cannot always last through the day. ypa 

Today, I signed the time book, took my keys and the notices 
in my box, and went upstairs. When I reached my room, I 
straightened my desk and looked my plan over, so that I could 
guide the children as they planned the day’s work, Then I be- 
gan to go through my mail. It contained a note telling me to 
prepare a Pan American Day program for the assembly. The 
scheduled date is April 13. The children had already planned 
a variety show, using all the class talent. I knew that they 
would be as disappointed as I was, and I tried to figure out 
how to tell them about the change. 

As I walked to the rear of the room, I noticed one of my 
plants lying on the floor, the pot broken to pieces. A class that 
had used my room for movies the previous day, last hour, must 
have thrown it down. I gathered up the debris, and then 
noticed that one of the new dark shades (that I had waited six 
months for) was ripped. . . . 

Then the bell rang and I went out on hall duty. It is not & 
difficult duty, but I would rather be in the room when my 


children come in because that is the time for confidences an 
quiet talks, 


Soon we began to 
the previous day, 
During the arith 
needed the film s 
scheduled for it 


plan the day’s work. We read the logs of 
chose the best one, and discussed the news: 
metic period, a boy came dashing in. He 
trip machine at once. A junior-high class was 
and he had forgotten. My monitors gave him 
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the machine, At the end of the hour, it had not been returned. 
It was needed for a third-grade class. I sent the monitors out 
to locate the machine and to take it down to the teacher who 
wished to use it. 

A few minutes later we were interrupted again. The machine 
just wouldn’t work. I asked my student teacher to take over, 
and I went down to see if I could locate the trouble. I couldn't 
, so I decided to change the bulb. Before 


see anything w g 
ny thing wrong 
wn room. It lit. Just then 


doing so, however, I tried it in my 0 
I noticed the custodian passing my door. He agreed to see 
what the trouble was. It seems there was a short in the wall 
plug and he said he would have it fixed after school hours. I 
promised the disappointed children that they would see the 
fairy tale the next day, and hurried back to my classroom, 
hoping it would be the last interruption for the day. 

I set up the Victrola and was about to play the Peer Gynt 
Suite when—CRASH! Joe had backed into the table and 
thrown the film strip machine to the floor. The look of con- 
sternation on his face was something to behold. I told him not 
to worry because I was sure it could be fixed, and that it was 
an accident. I knew that he was not careless. 

As I picked up the pieces, I knew that I couldn’t possibly 
fix the machine, so I had it carried down to the office to be 
picked up by the repair service. Believe it or not, we finally 


settled down to work. 

After lunch the afternoon progress 
just one interruption. A teacher broug 
machine with a broken film in it. She lef 
as to who she thought was to blame for t 
was not made happier by my decision no 


then and there. 
At two o'clock we went to the yard for games. When the 


weather permits, we go to @ nearby park to play. It was rain- 
ing today, so we had to stay in the school yard. The noise and 
confusion in a small yard when three classes use it at the same 


time is something you have to experience to understand. 
pair service and asked them 


After dismissal, I phoned the rep 
to call for the ae Then I spliced the broken film and re- 
Wound it, hung up my keys: signed the time book, and left. 


ed pretty well. There was 
ht back a moving-picture 
t no doubt in my mind 
he film breaking. She 
t to mend the break 
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As I walked to the bus, X’s mother met me. X was very 
upset. Could I stop for coffee and explain a few things? S 
children had been told that they were eligible for the specia 
rapid seventh-year class next term. X had not made the grade 
because of her math. She knew all along that it was her weak 
subject, and so did her mother—but still they were both = 
happy. I'm still not sure who was the more upset. I answere i: 
her questions to the best of my ability and then she walked me 
to the bus, boarded it with me, and rode downtown, talking 
about the problem all the way. , 

My street finally appeared and I hurried off the bus. My liv- 
ing room looked positively beautiful to me. It was quiet and 


I settled down with my book. I just won't think about it any 
more today [g]. 


After analyzing similar logs and anecdotal material pro- 


vided by fifty teachers, Keliher came to the following con- 
clusions: 


1. There are too many “surprises” in the daily lives of the 
teacher—unexpected requests to take over other teachers 
classes and duties, calls to special meetings, emergency de- 
mands for help, and so forth. The element of surprise is serious 
because it calls teachers away from the important job of icon 
centrating on children’s needs. Keliher feels that much of this 
could be avoided by making teachers a part of the planning 
group in the school, whereby many things that ordinarily come 


as surprises would be anticipated and thus be included in the 
teachers’ plans, 


2. A similar problem js 
from the principal's office sh 


at teachers may come eventually tO 
g with children is of secondary importance t° 
minor administrative requirements. 

roblem is the list of assorted “duties” that teach- 
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a ive required to perform: yard duty, hall duty, stair duty, 
ee eee duty, after-school-detention duty, and so forth. 
S ale a pe is required because enrollments of two or three 
tig c hildren create safety and traffic-management prob- 
vie Keliher feels that this means we should think seriously 
i out construction of schools for two or three hundred stu- 
ents, although she is aware that there are “large schools with 
an amazing warmth and a homelike quality that have grown 
out of sympathetic and understanding leadership coupled with 
democratic participation in planning by teachers and par- 
ents [10].” 
4. The fourth problem is paper work—attendance reports, 
orms, statistical reports, and so forth. 


ae the positive side, Keliher notes that her teachers did 
egg the behavior of children as a really important diffi- 
: y. Her teachers were concerned with the problem of 
inderstanding and guiding child behavior and with working 
re better relationships with parents and the agencies that 
i P parents and children. This interest served as a positive 
and integrating force as far as the mental health of this 
Sroup of teachers was concerned. She ends her analysis by 


Saying, in part: 


-... I must warn you that the harassment of teachers is 
more prevalent than you think. The best of teachers cannot be 
free to create wholesome living if the total life of the school 


is unwholesome. . . - 
Hee . As we grow in 0 
importance the teacher 
discriminately to say, “Let 
attend to the absences. Let 
medical office. Let the teache 
disorders.” 

I, too, want the teacher 


ur recognition of the place of central 


holds, let us evaluate our impulse in- 
the teacher do it. Let the teacher 
the teacher do the referring to the 
r find the symptoms of emotional 


to do these things. These are key- 


Stones of the teaching job. But—let us be sure we have freed 
the teacher to put first things first. . . . “There is so much to 
be done—so much to be done for our children ea 
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TEACHING AS A WAY OF MEETING 
“BASIC NEEDS” 


Tue first section of this chapter has been concerned, 
for the most part, with the more or less disintegrative aspects 
of teaching—those factors and forces which make it difficult 
for the teacher to use his profession as a means of meeting 
his basic needs for self-expression, security and stability, 
love, status, and to be of help to others. If these were the 
only factors that operated, very few persons, indeed, would 
ever enter the profession of teaching. The fact is, of course, 
that teaching is numerically the largest of the professions. 
What attracts many, if not most, of these people is that 
teaching offers unique advantages and opportunities to meet 
basic needs and to attain lasting satisfactions. 

Teaching is what might be called a “social-service occupa- 
tion.” The importance of this factor in attracting persons to 
the occupation is revealed by a study done by E. F. Hartford 
at the University of Kentucky, who asked some 200 under- 
graduates in teacher-education courses why they had elected 
teaching. Prominent among the reasons they gave were: “ip 
terest in and liking for children,” “teaching is an opportunity 
to help others,” and “I enjoy working with people [12].” The 
desire to help others is an expression of the need to be crea- 
tive, a need which calls for a high level of emotional ma- 
turity. Adults who are emotionally immature tend to be 
wrapped up in themselves and are thus less able to be con- 
cerned about becoming involved in the problems of others. 
Therefore, teaching offers a way to grow emotionally. The 
effective teacher cannot help but grow because successf 
classroom teaching means becoming involved in a process 
that is bound to have its effect on both teacher and group: 
To paraphrase Jerome D. Frank (whose original statement 
about parents applies to teachers as well), “teaching a child 
is not something a teacher does to a child but is a process of 
interaction between teacher and child [1g].” It is this guid- 
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ing, helping, and becoming involved in the process of 
growth that gives teaching a tremendous integrative force as 
far as mental health of the teacher is concerned. 

A second integrative force in teaching is the opportunity 
to work with other adults toward common goals. Much of 
the satisfaction to be gained from teaching comes from the 
association with other people who are also concerned with 
promoting the welfare of children. To be united with them 
in common cause can be heartening, reassuring, and reward- 
ing. To be sure, collaborating with others produces problems 
which try one’s emotional maturity to the utmost at times, 
but overcoming the obstacles and resolving the frustrations 
which operate to hinder this mutual undertaking help to 
weld the teaching profession more tightly together. 

Part of the satisfaction that a teacher may derive from 
working with others comes from the social aspects of such 
collaboration. Through working on committees with other 
teachers and members of the community, the teacher par- 
ticipates in the friendly give and take that is part of the life 
of groups which are working together for common goals. 
Some of the friendships made in these settings continue out- 
side the framework of group activities. 

Another source of satisfaction is that of producing or cre- 
ating something through group action. A teacher cannot 
revise the curriculum or promote legislation for better 
schools all by himself, but by participating in a group he 
can have the feeling of doing something to bring about the 
improvement that he feels is needed. Without such oppor- 
tunities, teachers are likely to feel frustrated, discouraged, 


and cynical; therefore, they owe it to themselves to take ad- 
both within and without the 


vantage of such group activities 

school setting. Sometimes it is necessary to develop such 

groups in schools and communities where they have not 

previously existed. It is usually desirable to organize them 
s. For example, when staff 


as ways of meeting expressed need 
members in faculty meeting express doubts about the cur- 
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rent grading system, this may be a time to form a commit- 
tee to study the problem and perhaps make recommenda- 
tions. Or when there is much concern expressed in P. T. A. 
meetings about juvenile delinquency in the community, it 
may be possible to form a study group composed of both 
parents and teachers to look into the problem. 

Summer school also offers opportunities for rewarding 
group experiences. One of the many workshops or work con- 
ferences that are offered each summer is described by 
Stephen Corey and Paul M. Halverson, This particular work 
conference ran three weeks and was attended by forty-two 
teachers and administrators. Its pattern, which is very 
typical, consisted of daily general sessions of the total group; 
small groups of from six to twelve persons meeting for an 
hour and a half each day throughout the conference; after- 
noon clinics, held from time to time and involving varying 
numbers of delegates; and individual and team conferences 
with staff members on special problems, Corey and Halver- 
son made a rather detailed study of the interpersonal rela- 
tions developed during the conference and asked each dele- 
gate to evaluate the conference and his experiences. They 
found a rather substantial relationship between the number 
ot persons with whom each delegate had become acquainted 
and the delegate’s rating of the conference success. They 
interpreted their findings to mean that 

the conference members’ conception of a successful conference 
was one which... provides them numerous opportunities 
for meeting and becoming well acquainted with new people, 


exchanging ideas and experiences with them, and enjoying 
their company [14]. 


This combination of 
the more satisfyi 


Another kind of group experience is described by Leo 
Berman, who con 


ducted combined Seminar-and-group- 
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psychotherapy sessions with nine teachers in the Boston area 
under the sponsorship of the Massachusetts Society for Men- 
tal Hygiene. The purpose of the Society in sponsoring this 
project was to extend the psychological understanding of 
educators as regards their students, their colleagues, and 
themselves. The experiment ran twelve sessions, at the end 
of which all participants felt a desire to meet further with 
the primary purpose of learning more about themselves [15]. 
The success of this experiment raises the possibility of de- 
veloping similar groups in other communities. 

A somewhat different, although nonetheless valuable, ap- 
proach to developing group experiences for teachers is de- 
scribed by Shirley Leonard. Under the sponsorship of the 
New York City Welfare Council, a Workshop Committee on 
Schools and Social Agencies was formed from representatives 
of various welfare agencies to present two fifteen-session 
courses a year for public school personnel. Since 1942, when 
the course was first presented, it has served over seven hun- 
dred teachers. 

The first two or three sessions of the course are concerned 
with the objectives and ideals that are common to teachers, 
social workers, and parents and discussion of the ways in 
which adults can help children to grow up to be mentally 
healthy and effective adults. The next ten sessions are held in 
various settings—a family agency, a children’s court, a set- 
tlement house, a clinic, a housing project, and so forth. In- 
formal panel discussions are used here. At three different 
times in the course free-for-all discussions are scheduled to 
deal with the questions stimulated by previous meetings. 

One of the chief values of the course is that teachers and 
social workers both get to know each other better. As Leon- 
ard reports, 

It would be hard to say 
sessions together—the teacher 


us who are in the latter group 
talk too much, and with too many ¢ 


which group learns most from our 
or the social worker. Those of 
have learned that we sometimes 
lichés; that teachers think 
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we can tell more about what causes a child’s behavior than 
what the teacher can do in class to correct it; that we some- 
times “pick the brains” of a child’s teacher and are never seen 
again. They wish more face-to-face contacts, and give-and-take 
conversation. A most frequent recommendation from the class 
is that principals and Supervisors also take such a course [16]. 


THE STATUS OF TEACHERS 


A THIRD source of integration is the growing feeling that 
teaching is important work. In the survey at the University 
of Kentucky, already noted, this was the most commonly 
mentioned reason for entering the profession of teaching. 
Another reason, mentioned by one fourth of the students 
was “teaching offers favored status and respect.” This state- 
ment may come as a surprise to some teachers, who assume 
that the teacher’s status is a low one, However, it is a factor 
that appears in three different studies. In 1946 Maethel E. 
Deeg and Donald G, Paterson asked 475 students at the Uni- 
versity of Minnesota to rank twenty-five occupations in order 
of their social standing. The median ranks assigned ranged 
from 1 for “physician” to 25 for “ditch digger.” The rank as- 
signed to “elementary school teacher” was 8, well above the 
middle, and into the top third of the list. The job of “super- 
intendent of schools” Was assigned a rank of 4 [17]. These 
last two ratings were similar to those obtained by G. S. 
Counts, who did a similar study in 1995 [18]. Teachers’ col- 
pation in a much similar light, as 
is revealed by a similar study conducted by Maryon K. 
Welch with 500 students, freshmen through graduates, at 
Indiana State Teachers College, Ranks obtained by Welch 
were “superintendent of schools,” 4, “high school teacher,” 6; 
and “elementary school teacher,” g [19]. 

Although no studies ha 
attitudes of lay people in 
teachers, it is possible th 


ve been done on changes in the 
recent years toward the status of 
at such a study would reveal a 
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favorable trend. Indeed, there is some “clinical” evidence 
that favors such a finding. For one thing, teachers have, in 
many communities, been able to secure salaries which are 
far more adequate than those paid before World War II. 
In the city of San Francisco, for example, the annual pay of 
teachers at present ranges from $3,620 for teachers with 
minimum preparation to $7,125 for teachers with two years 
of graduate work and thirteen years in the school system. 
This compares with the current average wage of some $4,300 
received by workers in the business and industrial establish- 
ments in the San Francisco Bay Area. Although it is true that 
the high assessed tax evaluation per capita in San Francisco 
Permits the payment of teachers’ salaries at this level, it is 
also true that these salaries are the result of the ability of 
teachers to win status for themselves as professional people 
worthy of receiving such pay. In a number of states or- 
Sanized teachers have been able to promote great improve- 
ments in the educational system—new buildings, improved 
facilities, reorganization of school districts, increases in 
Salary, expansion of individualized services for children, and 
SO forth, Although such improvements have not taken place 
in all states and communities, and teachers’ groups are still 
r elatively ineffective as forces in the making of governmental 
policy regarding education on the national level, the respect 
of the general public for the teaching profession is growing 
as a result of these local successes. Indeed, some of the at- 
tention which investigating groups of legislators are giving 
to the teaching profession at the present moment of writing 
'S a negative way of recognizing the importance of teaching 
and of teachers. 

Another bit of evidence of a more positive sort is the in- 
Crease in numbers of men entering the teaching profession. 
Before World War II it was unusual to find a man teaching 
in many elementary schools. Although men are still in the 
Minority today, their presence in the elementary schools, as 
Well as the over-all increase in their numbers and propor- 
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tion, is an indication of the higher status enjoyed by e 
ing. Perhaps this, too, may appear to be a sort of ser oe 
recognition. However, one of the inescapable facts o n 
male-dominated culture is that professions composed eñ- 
tirely of women tend to have lower status than pon ig 
that are largely male. Thus, the increase in yine y 
men entering the profession may be partly the result ol a 
more enlightened viewpoint regarding the place and im- 
portance of teaching on the part of the general public. A 
Further evidence of this sort is provided by the tendencies 
of communities to allow the teacher more individual free- 
dom. Some communities still frown on a woman teacher's 
smoking or drinking or even dressing stylishly and using 
make-up. But the trend is very definitely to permit the 
teacher the same individual liberties enjoyed by other por 
sons in the community, as long as he does nothing that me 
terferes with or compromises his role as a leader and guider 
of youth. The bans against marriage of women teachers that 
were so prevalent in the 1930’s are a thing of the past in most 
communities. Indeed, many schools are discovering that a 
married teacher with children can make a distinct and 
unique contribution to the welfare of her pupils. How much 
of this new-found freedom is due to the 
women are winning in our society, 
the higher proportion of men enterin 
much is due to the shortage of teach 
to the individual and org 
profession to win status, 
determine. Probably all 
teaching a more enjoyabl 
while profession than it 


greater equality that 
or how much is due to 
g the profession, or how 
ers, or how much is due 
anized efforts of the members of the 
freedom, and acceptance, is hard to 
of these factors Operate to make 
e, rewarding, and generally worth- 
was a decade or so ago. 


THE MENTAL HEALTH OF TEACHERS 


THE problems of education today—crowded schools, 
inadequate standards of pay, the struggle for greater ac- 
ceptance and status for teachers, our tendency to overload 
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teachers with petty, administrative details—do constitute 
hazards for the mental health of teachers, and we need to 
move aggressively and positively toward their solution. Our 
very working together as members of a profession that is pro- 
viding a vitally needed social service will in itself provide 
some of the strength we need to withstand the disintegrative 
and abrasive effects of these difficulties. But the greatest 
source of strength and emotional health that the teacher has 
is his belief that he has something to give, and that the lives 
of some children will be better because he has given that 

something.” If he can keep this basic truth in mind, this will 
be his deepest source of satisfaction in his profession. It will 
also be his best defense against discouragement and despair, 
and against his fears that children will not like him and that 
he may fail. Teachers who become cynical about their roles 
are teachers who have forgotten that they have something 
to give. Teachers who are anxiously concerned about them- 
selves find it hard to give anything of themselves. The proc- 
ess of finding out how to share oneself with children and 
with one’s fellow workers is, in essence, the process of be- 
coming an effective teacher. 
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PLEDGE TO CHILDREN' 


TO rou, our children, who hold within you our most cher- 
ished hopes, we, the members of the Midcentury White House 


Conference on Children and Youth, relying on your full response, 
make this pledge: 


From your earliest infancy we give you our love, so that 
you may grow with trust in yourself and in others, 

We will recognize your worth as a person and we will help 
you to strengthen your sense of belonging 

We will respect your right to be yourself and at the same 
time help you to understand the rights of others, so that you may 
experience cooperative living. 

We will help you to develop initiative and imagination, so 
that you may have the Opportunity freely to create. 

We will encourage your curiosity and your pride in work- 
manship, so that you may have the satisfaction that comes from 
achievement. 

We will provide the conditions for wholesome play that 
will add to your learning, to your social experience, and to your 
happiness. 

We will illustrate by precept and example the value of in- 
tegrity and the importance of moral courage. 

We will encourage you always to seek the truth, 


We will provide you with all opportunities possible to de- 
velop your own faith in God. 


From Proceedings of the Midcentury White House Conference on Children 
and Youth. Raleigh, N. C.: Health 


Publications Institute, 1951. Reprinted 
by permission. 
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We will open the way for you to enjoy the arts and to use 
them for deepening your understanding of life. 

We will work to rid ourselves of prejudice and discrimina- 
tion, so that together we may achieve a truly democratic society. 

We will work to lift the standard of living and to improve 
our economic practices, so that you may have the material basis 
for a full life. 

We will provide you with rewarding educational oppor- 
tunities, so that you may develop your talents and contribute to a 
better world. 

We will protect you against exploitation and undue haz- 
ards and help you grow in health and strength. 

We will work to conserve and improve family life and, as 
needed, to provide foster care according to your inherent rights. 

We will intensify our search for new knowledge in order to 
guide you more effectively as you develop your potentialities. 

As you grow from child to youth to adult, establishing a 
family life of your own and accepting larger social responsibili- 
ties, we will work with you to improve conditions for all children 


and youth. 


Aware that these promises to you cannot be fully met in a 
world at war, we ask you to join us in a firm dedication to the 
building of a world society based on freedom, justice and mutual 
respect. 

so MAY You grow in joy, 
in those qualities of vision and o 
and give us new hope for the future. 


in faith in'God and in man, and 
f the spirit that will sustain us all 
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PLATFORM adopted by THE MDCEN- 


TURY WHITE HOUSE CONFERENCE ON CHILDREN 
AND YOUTH ' 


recognizing that these are essential to individual happiness and 
tesponsible citizenship, we have come together to inquire 


—How the necessary mental, emotional, and spiritual qual- 
ities may be developed in children, and 

—How the physical, economic, and social conditions fa- 
vorable to such development may be assured 


And having found that children require, for their fullest develop- 


ment, r 


—Regard for their individual worth and sensitive respect 
for their feelings, from all who touch their lives 


who have a sense of the privilege and responsibility 
which parenthood involves, and who have confidence in 


1 From Proceedings of the Midcentury White Hou. 
and Youth. Raleigh, N. C.: Heal 
by permission, 


se Conference on anne 
th Publications Institute, 1951, Reprinte 
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and abundant for children of all colors, creeds and cus- 
toms, and to cooperating in an endeavor to express these 
values and practices in daily living 

—Full access to health, educational, recreational, social, 
and religious services and programs, directed toward the 
well-being of all they serve 

—Concern on the part of all citizens for all children 

—Devotion to the pursuit of knowledge and the wide ap- 
plication of that which is known 


IF THEY ARE TO GROW IN 


—Trust in themselves and others 

—Independence and initiative coupled with a true sense 
of being related to others 

—Satisfaction in bringing individual and shared tasks to 
completion 

—A sense of personal destiny and of the responsible roles 
they will eventually play as parents, workers, citizens 

—The capacity for the love that underlies the family and 
that ideally comes to embrace all mankind 

—Creativity that brings into being new life, new relation- 
ships, new values, and new things of beauty and useful- 
ness, and cherishes them for their worth 

—Integrity that sees each life as personally meaningful 
within the period of history in which it is lived, and in 


relation to enduring values 


WE THEREFORE RECOMMEND... 


1. That research on child development and adjustment be ex- 
panded and that such research include longitudinal studies in 
relations and factors that affect behavior and adjustment, so 
that a continuing understanding of infants, children, and 
youth and a sound basis for practice will be provided; that 


te agencies give support to extending re- 


public and priva 
lity with attention to the 


search pertaining to healthy persona 
synthesis, interpretation and dissemination of the findings. 


2. That greater emphasis be placed by the various professions 
on utilizing methods and seeking new means for bringing the 
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parents into thinking and planning with and for their chil- 
dren. 

3. That education for parenthood be made available to all 
through educational, health, recreation, religious and welfare 
agencies maintaining professional standards and staffed by 
properly qualified individuals. 

4. That specialists and agencies take every opportunity to foster 
and increase parents’ feelings of satisfaction and self-confi- 
dence in their ability for child rearing; that material concern- 
ing the growth and development of children be made as reas- 
suring and nontechnical as possible, and that false standards 
of perfection not be held up. 

5. That elementary, secondary, college and community educa- 
tion include such appropriate experiences and studies of 
childhood and family life as will help young people to achieve 
the maturity essential to the role of parenthood. 

6. That there be further study of the underlying causes of bro- 
ken homes and the increase in divorce, 

7. That children be provided with opportunities that are wide 
in range and challenging in nature, emphasizing exploration, 
participation, and social experience in an environment that is 
rich and stimulating; and that expectations of achievement be 
in harmony with each child’s ability and growth. 

8. That all professions dealing with children be given, as an 
integral part of their preparation, a common core of experi- 
ences dealing with fundamental concepts of human behavior, 
including the need to consider the total person as well as any 
Specific disorder; the interrelationship of physical, mental, 
social, religious, and cultural forces; the importance of inter- 
personal relationships; the role of self-understanding; and em- 
phasis on the positive recognition and production of healthy 

variations; and that lay 

al or informal education to 
of the foregoing concepts. 

al, state, and local levels to im- 

ease the output of professional 

services to children. 

e made by both public and pri- 

rt of selective recruitment and 


10. That more energetic efforts b 


PLATFORM 541 


ll. 


12, 


13. 


training of professional workers and for an extensive program 

of scholarships. 

That professional workers be trained in such a way that they 

will understand and respect other professional skills and con- 

tributors so that they may work together to further commu- 
nity growth. Some of the ways this might be achieved are: 

A. In all levels of undergraduate education, students should 
receive a broad preparation in the knowledge of human 
growth, behavior, and motivation which ought to be com- 
mon knowledge for all students. This would also serve as 
a background for professional education. 

B. In schools preparing for professional work, there should 
be included in the curriculum through both the classroom 
and field experience opportunities for cooperative work 
on problems common to all professional interests, includ- 
ing study of human growth and change and in family 
counseling. 

c. The practicing professional worker should further his 
training by seeking, utilizing and promoting opportunities 
to relate to and participate with other professional and 
citizen groups in resolving problems of the individual and 


the community. 
D. Orientation programs 
sional persons and inter-pro! 
munity. 
That ways and me 


should be planned for all profes- 


fessional groups in the com- 


ans be found for the formal and informal 


inservice education of professional people and that informa- 
tion on promising practices be widely disseminated. 

That an inquiring attitude be maintained toward all services, 
with appropriate provisions at 
tific study of needs, objectives, a 
fectiveness of programs. - - - 


all levels for continuous scien- 
Iternative methods, and ef- 
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CONSENSUS of the mwcentury WHITE 
HOUSE CONFERENCE ON CHILDREN AND YOUTH 


RECOGNIZING that this is a time of crisis, posing the very 
issue of survival, and desiring to summarize the aspirations en; 
bodied in the recommendations and to declare the spirit in which 
the recommendations will be interpreted and followed, the Con- 
ference adopted the following statements as representing a con- 
sensus of the group and an expression of its unity of purpose: 


1. The full development of the whole child is the basic 
philosophy and ultimate aim of all recommendations, 

2. All services, programs, and facilities for children and 
young people should be provided without discrimination as to 
race, creed, color or national origin. 


3. Continuing emphasis on research and its application is 
essential, 


4. Qualified personnel is needed in sufficient number to 
staff services and programs for children and youth. 


5. Youth should be included as full participants in all ap- 
propriate community acitivities, 
6. Effective partnership betwee: 
mental agencies is needed in the furtherance of this program. 


7. Effective team work by the professions is essential to 
the development of the healthy personality. 


n voluntary and govern- 


this Conference, 


1 Copyright 1951, Health Publications Institute, Inc., 


Raleigh, N. G.: re- 
printed by permission. ER 
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CHILD HEALTH DAY, 1953 by the 


PRESIDENT OF THE UNITED STATES OF AMERICA 


a Proclamation’ 


wuereas the Congress, by a joint resolution of May 18, 
1928 (45 Stat. 617), authorized and requested the President of 
the United States to issue annually a proclamation setting apart 
May 1 as Child Health Day; and 

wuereas the health and wholesome development of our 
children are matters of the deepest concern to all Americans; and 

WHEREAS the stresses and strains of our times create many 
problems bearing on the spiritual and emotional health of our 
children and are reflected notably in juvenile delinquency; and 

wueEREeas we have made tremendous advances in over- 
coming the most severe physical hazards of childhood, and are 
now striving to make equally significant progress in understand- 
ing the nature of emotional health, in order that our children may 
grow into mature, responsible citizens of a democracy: 

NOW, THEREFORE, 1, Dwicut D. E1sENHOWER, President of 
the United States of America, do hereby designate the first day of 
May, 1953, as Child Health Day; and I urge all parents and young 
people, and all other individuals, as well as agencies and organi- 
zations interested in the well-being of children, to increase their 
understanding of the emotional, social, and spiritual growth of 
children, so as to apply this understanding in their day-to-day 


relations with the rising generation. 


1 The Child. 17:138:1953. 
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IN WITNESS WHEREOF, I have hereunto set my hand and 

caused the Seal of the United States of America to be affixed. 
pone at the city of Washington this twentieth day of Feb- 

ruary in the year of our Lord nineteen hundred and fifty-three, 


and of the Independence of the United States of America the one 
hundred and seventy-seventh. 


[Signed] Dwight D. Eisenhower 
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SOME INQUIRIES HELPFUL 
IN APPRAISING MENTAL 
HEALTH IN A SCHOOL’ 


INTRODUCTORY 


This leaflet is not a standardized test nor is it a compre- 
hensive survey instrument. It simply assembles a series of “loaded” 
questions, each with the aim of discovering to the user the “men- 
tal hygiene” point of view and the existence in use of that point of 
view in his school. 

A faculty meeting devoted to an answering of these In- 
quiries can, with its collateral discussion, be a searching experi- 
ence for any group of teachers. There is evidence that for such a 
meeting each teacher should have a copy of the Inquiries before 
him. Then the questions can be considered one by one with dis- 
cussion lingering upon those which are most provocative. Used 


this way the questions should help teachers to get beneath the 
surface of behavior and to come to grips with the problems which 


all teachers face in their daily work with children. 
The National Council would be interested in having some 


report of any faculty use of the Inquiries. This report can be as 
formal or as informal as suits each school and might well include 
criticism and revision of the questions themselves. Any reports so 
received will have the studied attention of the preparing com- 


mittee. 


1 Copyright, 1952, National Council of Independent Schools, Boston, Mass.; 


reprinted by permission. 
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The questions were first assembled by a small committee. 
Later they were tried out in several schools for criticism and sug- 
gestion. With the help of these experiences and with the adai 
tional help of comments from specialists in the field, the Inquiries 
have been revised into their present form. The desire common to 
all is to forward the better use in schools of what is known about 
the nature of children and their growth. 


September, 1952 ! 
Committee on Educational Practices 


National Council of Independent Schools 
79 Milk Street 
Boston 9, Massachusetts 


APPRAISAL QUESTIONS 
PROGRAM: 


1. What kind of respect is accorded the learning that comes by 
way of activities? 

For instance: 

Fine Arts Music Industrial Arts 
Rhythms & Dancing Dramatics Physical Education 

A. Are they fully respected? 

B. Are they reserved for those with special talent? Is there any 
taint of exploitation of the young people involved? Is there 
too much “perfection seeking”? 

c. How much time is assigned to them in the school program? 
At what time of the day? 


D. Does the school plant reveal the results of the shop and the 
studio? 


2. How important in the school life 

Student Councils and Com- 
mittees 

Student Religious Activities 

3. The chance to express oneself cr 


or in other activities—enables young people to rid themselves 
of stresses and strains, to grapple with problems, and to ex- 
press strong feelings in a way that is acceptable and health- 


giving. Is this understood and is this understanding used to 
advantage? 


are such activities as 
Discussion Groups 

Community Work or “Work 
Time” Clubs 
eatively—whether in the arts 
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4. 


. Is such an adviser a counselor who sits less 


. Is the marking and report system a te 


. What is the relationshi 


Are these activities related to the academic work and to each 
other or are they carried on in compartments? In other words, 
to what are these activities relevant? 

Is the mastery of the tools of learning so treated that these 
tools become elements of security in a child’s life? 


. In the various studies is meaning an objective—for example, 


the applicability to current issues outside the school? Does 
such work help the student to understand and face his chang- 


ing world? 


GUIDANCE: 
Is there an adviser to whom each child can turn, or who, on 


proper occasion, would turn to his advisee? 
as judge and dis- 


ciplinary agent and more as the person to whom the boy or girl 


can talk? 
Is there a pooling of insights by the adults who deal with each 
child to the point of a shared approach? 

Are environmental factors studied and interpreted? 

Is the testing system used as one kind of evidence rather than 
as a categorizer of children, a measure of teaching, or an end 


in itself? 

Is there true reg; 
—for the achievements 0; 
or athletic ability as well as those gift 


ard for all kinds of gifts and degrees of success 
f those limited in academic, creative 
ed in these ways? 

acher’s or parent's 


weapon, or is it a medium of learning and teaching and guid- 


ance? 
Is there capable 
ing of young people? 


guidance of staf members in the understand- 


p between the school and available 


psychologists and psychiatrists? 


ATMOSPHERE: 


Do the children have a sens 

thing in'which he is a responsible participant? 

Does the school belong to the students in the sense that they 
know its activities would not go on unless individuals and 


groups played their parts? 


e of belonging, each one to some- 
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3. 


Sg 


an 


a 


Is there a good understanding of the relative part to be played 
at different ages and stages by student initiative and teacher 
direction? 


. Do teachers learn as they teach—and do they know that teach- 


ing is a learning process for them? 


. Is there such genuineness in all relationships that both accept- 


ance and constructive criticism of others and of oneself are 
possible and natural? 


APPROACHES: 


- Children only learn deeply and fully that which they are ready 


to accept. Is the invitation to, and the expectation from, a child 
based, therefore, on a knowledge of his readiness and his 
ability? 

Does the routine which cares for behavior of individuals within 
the classroom or within the school take into account that be- 
havior is much more than contribution or infraction; that be- 
havior is evidence of what a pupil is inside and where he is, 
emotionally and on the ladder of growth and learning? 

Is the teacher-pupil relationship sentimental, exclusively aca- 


demic and disciplinary, or is it essentially a positive, contribut- 
ing friendship? 


. Is sarcasm distinguished from constructive criticism and firm- 


ness and honesty? 

Are teachers in the habit of examinin 
and is dislike of a child examined as 
should not afford? 


g their own motivation, 
a luxury which teachers 


GENERAL: 


Listen to the noises in a school. There are differences, and 
these differences are more in 


. Is sufficient leeway allowed both within the classroom and 


edge of himself. 
Are there goals and standards definite enou 
pupils a good degree of security? 

Does the school unfold a life sufficiently vit 


gh to provide for 


al to contain, for 
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the pupil, a vision of full and satisfying years ahead, a life 
which affords ample scope for his next years as he sees them? 

5. Is there contemplation of the needs of both boys and girls and 
of the meaning of the sexes to each other? 

6. Is there a common understanding through actual school expe- 
rience of such phases of life as: independence, freedom, inter- 
dependence, responsibility, discipline, structure, and self dis- 
cipline? 

7. Does the school aid and encourage parents to grow as parents? 
Is there a natural, honest, and constructive cooperation be- 
tween home and school? 

8. Is the recognition of spiritual values 
life of the school? 


a significant force in the 
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